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The purpose of this study was to examine whether gender-based mathematics
classes have a positive impact on the achievement levels of males and females. The
study was conducted in order to give insight into the differentiated approach to teaching
males and females separately and the effects the separate instruction has on mathematics
achievement while closing the achievement gap. This study examined gender-based
instruction as a strategy along with other variables that are perceived as having an impact
on student achievement. The independent variables in the study were instructional
leadership, teacher certification level, teacher content knowledge, teacher knowledge of
primary gender learning styles, teacher expectations, gender-based instruction, teacher
demographics, and student demographics. The dependent variable was student
achievement in mathematics. The study was conducted in an elementary school in
Atlanta, Georgia among third, fourth, and filth grade students and teachers. The 2007
Georgia Criterion Reference Competency Test (GCRCT) data were used as pretest data
prior to teachers teaching students in a gender-based selling. Eleven teachers were given
professional development in male/fmale primary learning styles. differentiated
instruction, culturally responsive teaching, and data analysis. Anonymous surveys were
completed by teachers and students. In addition, student demographic data were
analyzed. The study was conducted in a Title I elementary school. Ninety-nine percent
of the school’s students are on free or reduced lunch. The school serves 85% African-
American students and 15% 1-lispanic, Latina/Latino. The school’s enrollment, K-5 is
approximately 550 students. The results of the study indicated that there was a
statistically significant relationship between a teacher’s content knowledge. years of
experience, and his/her expectations relative to student achievement in mathematics. A
regression analysis found that the most impacting variables on student achievement in
gender-based classrooms were teacher expectancy, teaching experience and instructional
leadership. A regression analysis was used to further determine which independent
variables had the strongest impact on student achievement in mathematics. The
regression showed that the strongest impacting variables again were teacher expectancy,
teacher experience and instructional leadership; however, these variables are mediating at
best. Those variables found to be the most significant in relationship to student
achievement in mathematics were: gender-based instruction, teacher knowledge of
student learning styles, and discipline.
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C’! IAPltR I
iTll PROBLEM OF STUDENT ACI-IIEVEMENT IN CONTEXT
Purpose
The purpose of this study was to examine whether gender-based mathematics
classes have a positive impact on the achievement levels of males and females. The
study was conducted in order to give insight into the differentiated approach to teaching
males and females separately and the effects the separate instruction has on mathematics
achievement while closing the achievement gap. The results of this study could be a
benefit to principals, hoards of education, and executive directors who might want to
consider further analysis of a differentiated approach to instruction in order to improve
student achievement in mathematics.
The Problem of Student Achievement in a Selected
Elementary School
The Georgia Criterion Reference Competency Test (CRCT) data for the 2004-
2005 and the 2005-2006 school years showed that there were some achievement gaps
between males and females in mathematics as identified in three categories: “Does Not
Meet Standard, Meets Standard, and Exceeds Standard.” The data shows that females
tend to score higher on the standardized mathematics test than males. In addition,
achievement data show that both males and females at Southwest Atlanta Elementary
School achieve well below the state average in mathematics.
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The 2004—2005 achievement data showed more male students represented in the
“I)oes Not Meet” category in grades 3-5. In addition, fwer males were represented in
both the “Meets” category and the “Exceeds” category than their female peers (Table 1).
Fable I
Mat/i CRCT kSco1es Disagg.regaled hetii’een Male and Female Third through Fifth Grade
2004—2005 (‘RCT Mathemalics Scores
Third Third lourih lourth Fifth Fifth
Grade Grade Grade Grade Grade Grade
Number Tested 25 33 30 33 20 21
Male/Female Male Female Male Female Male Female
DoesNotMeet 52% 33% 30% 21% 30% 24%
Meets 44% 61% 60% 70% 65% 76%
Exceeds 4% 6% 10% 9% 5% 0%
The 2005-2006 achievement data showed a narrowed gap. At third and fourth
grade. there were fewer males represented in the “Meets” category and at fifth grade,




Ma/h (R( J Scores i)isaggrega/L’d between Male ((17(1 Ieniale Third through Fi/Ih Grade
2005—2006 (7?( ‘T Ma/hema//cs Scores
Third Third lotirth Fourth Filth Fifth
Grade Grade Grade Grade Grade Grade
Number Tested 60 44 26 34 28 29
Male/Female Male Female Male Female Male Female
Does Not Meet 32% 30% 58% 56% 50% 38%
Meets 63% 66% 42% 44% 50% 59%
Exceeds 5% 5% 0% 0% 0% 3%
Possible Causal Factors/or Low Student Achievenieni in Mathematics
There were a number of different independent variables that could have been
causing low student achievement in mathematics; however this study focused on the
following independent variables as possible causes to low student achievement in
mathematics (each independent variable is defined in detail in Chapter II):
1. Instructional Leadership
2. Teacher Certification Level
3. Teacher Content Knowledge
4. Teacher Knowledge of Primary Gender Learning Styles
5. Teacher expectations





An examination of the following organizational chart (Figure 1) shows how each
stakcholder impacts decisions that effect student achievement in mathematics.
Throughout this study, each stakeholder was examined to determine the type of impact


















Figure 1. School Organization in Relation to Student Achievement in Mathematics
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Principals, as middle mamigers. take into account all senior management
decisions and direction as well as collaborate efforts with parents, teachers, school
council members, businesses, school level administrators, coaches (Instructional Liaison
Specialist [ILS1, Math Coordinator) and students in making decisions regarding aligning
curriculum and instruction. Teachers communicate curriculum and instructional needs
and concerns to ILS, the Math Coordinator, and grade-level chairpersons in order to
improve student achievement in mathematics. In addition, teachers deliver instruction to
students in mathematics, develop lesson plans to focus instruction, assess students for
mastery of standards, analyze assessment data and use data to inform instructional
practices and methodology.
Parents Influence/impact their children, teachers and school level administration
to make positive change. Parents are involved in parent/teacher organizations and school
councils, which make recommendations toward the whole-school process. The
socioeconomic status and educational levels of parents can impact the quality of parental
involvement at the school.
Student motivation and attitude contribute to a student’s academic achievement in
mathematics. Whether or not a student likes or dislikes school or mathematics instruction
in general will impact the achievement in mathematics. Student intrinsic motivation is a
factor toward achievement. How a student values learning as a means to a better life as a
result of learning will greatly influence his/her efforts in mastering mathematics
standards, completing homework and being an active paiicipant in his/her own learning.
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As shown in the organizational chart, all stakeholders influence and impact student
achievement both vertically and horizontally. This study, took into account not only the
independent variables that impact the dependent variable (student achievement) but also
the pivotal role of each stakeholder on student achievement in mathematics.
Strategies Utilized/or Improving Student Achievement
How was student achievement in mathematics being addressed at Southwest
Atlanta Elementary School? Teachers were using the slate’s Quality Core Curriculum
(QCC) as a guide to mathematics instruction. The state’s QCC identified skills to be
taught to students during instruction at third, fourth, and fifth grade. Students were
taught in co-educational settings and heterogeneous grouping. Students were taught in
self-contained classrooms. Homeroom teachers taught their homeroom in every content
area. There was no math coordinator facilitating the scope and sequence of mathematics
concepts and skills. There was little monitoring of student progress. Student assessment
data was not analyzed on a consistent basis. Teachers did not use student data to inform
their instructional practices. Little support was given to students struggling with
mathematics concepts.
Significance of the Study
This study is significant for urban boards of education, executive directors, and
principals to the extent that there might be a relationship between leadership variables
and each of the following: interpersonal relationships, strategic planning expertise,
instructional leadership skills and other variables that influence teachers’ instructional
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delivery, methodologies, expectations and ultimately increased student achievement
relative to poor African-American, I-li spanic, and I atino/Latina students.
As compared to other studies on the impact ol gender—based instruction, most of
the research on this topic seems to have been conducted in middle class, sub—urban
schools with more diverse populations. This study focuses on gender-based instruction
on low socioeconomic students, primarily o CA f’rican—American and Hispanic,
LatinalLatino decent located in an urban school in Atlanta, Georgia.
Limitations of the Study
The researcher acknowledges that there are limitations to this study. This study
did not use random selection: therefore findings cannot be inferred on a different sample
population.
Summary
Student achievement in mathematics was identified as a problem in Southwest
Atlanta Elementary School where data were collected, prompting the need for
examination and explanation.
The Georgia Criterion Reference Competency Test (CRCT) data for the 2004-
2005 and the 2005-2006 school years showed that there were some achievement gaps
between males and females in mathematics as identified in three categories: “Does Not
Meet Standard, Meets Standard, and Exceeds Standard.” The data showed that females
were achieving higher on the standardized mathematics test than males. In addition,
achievement data showed that both males and females at Southwest Atlanta Elementary
School achieve well below the state average in mathematics.
CHAPTER II
REVIEW OF TilE LITERATURE
Instructional I eaclershi p
Glanz, Shulman, and Sullivan (2007) conducted a study and found that in most
cases principals do not have the time to engage in continuous supervision. They also
found that schools with effective supervision models had signiflcant increases in student
achievement because a “culture of teacher empowerment and collaboration” (p. 2) is
established. This study found that leadership influences student achievement. Williams
(2003 as cited in Glanz. Shulman, & Sullivan. 2007) in a study titled The Relationship
between Principal Response to Adversity and Student Achievement emphasized the
importance of the principal in influencing student achievement through developing a
school culture focused on learning and working to establish a collaborative learning
community.
The researchers used an ex-post facto research design to examine the relationship
between an Adversity Quotient, a self-reporting instrument, and scores from standardized
student achievement data over a two-year period. Results indicated that students attained
higher test scores in schools with higher Adversity Quotient principals.
In a similar, yet more recent study, Owings. Kaplan, and Nunnery (2005)
conducted a statewide study to “determine the relationship between principal quality as
measured by ratings on an ISLLC standards rubric and student achievement scores over
8
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time” (p. 102). Student achievement levels were higher in schools with principals with
higher ratings. The researchers concluded that principal duality was connected to student
achievement. ‘[hey caution, though, that “the relationship is correlational and not causal”
but that “it is reasonable to believe that principals who practice and build skills in
leadership for teaching and learning can positively impact their schools’ learning and
student performance” (p. 115-116). Once again, supervisory practices per se were left
unexamined. Some studies that examined leadership practices of principals discussed
many factors except their impact of student achievement. In an extensive survey study
conducted by MetLife (as cited in Glanz, Shulman, & Sullivan, 2007) data gleaned from
surveys of thousands of participants nationally indicate that principals are critical for
motivating teachers and students, ensuring a safe and secure school environment,
communicating to parents, and other administrative responsibilities. However, no
specific mention is made about how principals influence student achievement. Again, the
inference is that if such an impact were indeed true, then at best, it was indirect.
Our review of the extant literature confirms the conclusion drawn by Levin (2006)
in reviewing the work of Firestone and Riehl (2005) that educational leadership “does not
produce a direct effect on student learning, but is a mediating influence on teachers,
curriculum, instruction, community, and school organization” (p. 40). A review of the
literature of principal leadership and student achievement, Brown (2007) first focuses on
research in the 1 970s and early 1 980s. A Nation at Risk (National Commission on
Educational Excellence, 1983) and its recommendation for strong leadership as a means
for school improvement as well as the effective schools research recognized the
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importance ol quality leadership by consistently identiFying strong instructional
leadership as instrumental in creating a positive school climate and as a correlate of high—
achieving schools (Edmonds, 1979). Brown (2007) indicates that such efforts set the
tone for Future emphases on measures of student achievement. Yet she reiterates what
other scholars have indicated, that a principal’s leadership style does not directly impact
student achievement. Although it is difficult to demonstrate a direct link between school
leadership and student achievement (the most tangible and publicly accepted measure of
school success), a model of what makes a good leader is emerging. She identifies the
following factors or variables as most studied: instructional leadership, school culture,
management, communication, collaboration and community building, vision
development, risk taking, and change management.
Gender-Based Instruction
Previous studies on gender-based instruction disproportionately examine gender-
based achievement gaps and attitudes towards math in elementary and middle school and
suggest hidden curriculums teachers employ in their classrooms disadvantage female
students. Research also suggests a significant gap in perceived levels of confidence in
male and female students as related to math ability. 1-listorically, researchers have held
differential socialization responsible for gender inequalities in mathematics, on every
academic level-elementary through college (Campbell & Beaudry, 1998).
Research suggests that as students grow older gender differences in math tend to
be more pronounced. In elementary school, gender-based achievement gaps are small or
nonexistent. As students approach middle and high school, greater gaps are found in
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math achievement measures, math participation and in attitudes towards math in general
(Campbell & Beaudry, 1 998). Research also points out that gender-based achievement in
mathematics can be explained by teacher-student interactions in the classroom and the
lack of sell-confidence males/females have in their math skills. Research suggests that
gender biased instructional techniques in math classrooms serve to systematically
disadvantage female math students and their confidence in their math skills (Jewett,
1996). Subtle gender bias in the classroom silence female students by discouraging their
participation. Teachers call on males more than their female counterparts; ask more
complex, demanding questions and give male students more positive feedback more often
(Jewett, 1996).
Casey, Nuttal. and Pezaris (2001) suggest that biological factors interact with
spatial experiences to account for the gender-based math achievement gap. Various
studies focus gender differences in strategies students employ to solve math problems.
This study found that males tend to depend on visual-spatial strategies when solving math
problems, whereas females tend to depend on verbal-analytical strategies when solving
math problems. This suggests that because females experience fewer opportunities to
exercise their spatial abilities outside of school, their potential to possess strong spatial
skills is limited unless spatial thinking is specifically targeted within the math curriculum
in school. Curriculums usually emphasize verbal skills (the area in which males tend to
need the most help in) and spatial skills (the area in which female need the most help in)
receive less emphasis. Thus, employing more activities designed to strengthen spatial
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skills could potentially close gender di fTerenees in math performance (Casey, Nuttal, &
Pezaris, 2001).
Recently, a large amount of research has been focused on the impact of gender—
based instruction oii gender—based achievement and persistence gaps in mathematics
(Shapka & Keating, 2003). Shapka and Keating suggest that there is mixed evidence on
wither educating females and males in single-gender math classrooms has been
successful in closing achievement gaps. Researchers point to the lack of cross-sex
socialization and instruction as hindering the development of math skills and argue that
single-gender classrooms create a social setting that cannot realistically prepare either
male or female students for mixed-gender life outside of the classroom (Shapka &
Keating, 2003). In addition, single-gender math classes are almost exclusively offered in
private schools, thus restricting access to students from lower income families.
Student Demographics
Student demographics are defined as student classroom habits, current grade in
class, GCRCT results, gender, caretaker, mother educationljob, father educationljob,
number of siblings, student future job aspirations. Student demographic information is
extracted from the survey labeled ‘Southwest Atlanta Elementary School Student Data
Form” Questions 12-20 (Appendix A).
Socioeconomic Status
Borman and Rachuba (2001), based on national data from Prospects: The
Congressionally Mandated Study of Educational (Jrmi’ih and Opportunity, state that
researchers identified individual characteristics that distinguished academically
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successful, or resilient, third grade students from minority and low socioeconomic status
(SlS) backgrounds from their less successful, or non-resilient, counterparts. They also
lormulaled and tested Ibur distinct models of the risk ftctors and resilience—promoting
features of schools: the effective school model, peer group comparison model, school
resources model, and supportive school community model. Results suggest that minority
students from low SES backgrounds were exposed to greater risks and fewer resilience-
promoting conditions than otherwise similar low-SES white students. Researchers
conclude that minority students had poorer levels of internal locus of control and
academic self-efficacy and were exposed to school environments that were less
conducive to academic resilience.
A study by Shim, Felner, and Shim (2000) examined the effects of family
structures on students’ academic achievement in terms of self-reported grades. The study
also examined relevant factors that would explain relevant factors that would explain the
differences in student grades among students from intact two-parent families, step
families, and single-parent families. Data came from a statewide survey of students in
grades 6 through 12 in Rhode Island. The predictors used were demographic
characteristics, parental academic expectations, family learning environment, and daily
stresses. The achieved sample contained 25,511 students from 2-parent families, 4,831
students from stepfamilies. and 8,929 students from single-parent families. Results
support the hypothesis that family structure was not itself a factor in explaining the
differences among the groups. Student perception of parental academic expectations was
the most important predictor for differences in achievement. Students who believe their
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parents had high academic expectations tended to have higher grades regardless of family
structure. The study shows that the beliefs and attitudes of parents foster the academic
success of their children more than low SlS of’ the lhmily.
Munoz, Clavijo, and Koven (1999) explored the relevance of funding equality on
student performance in a large, urban Kentucky county. Data were collected from the
district annual report on elementary schools, the Kentucky State Data Center
(socioeconomic information), and the county plan iii ng corn iii ission (geographical
information). Data analyses identifled the best predictors among a group of potential
variables affecting student achievement as schools’ geographic location in terms of
student achievement. Results indicated that students’ socioeconomic status was a more
accurate predictor of educational outcomes than level of spending. The percentage of
students receiving free lunch was the best predictor of student academic scores, and
household income and percentage of black students correlated to mathematics scores.
Findings suggested that funding equalization by itself might not alter a bimodal pattern of
educational performance. with some schools serving high achievers while others
perpetuate low achievement. Non-school variables must be addressed in order for
educational reforms to have an impact on student achievement among lower-income
groups.
Student Motivation
Research by Niebuhr (1995) examined the role of motivation as a moderator
between ability and academic achievement, and as a mediating variable between family
environment and academic achievement and between school climate and academic
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achievement. ‘l’he study was conducted iii a Small town in the Southeast United States.
A survey questionnaire was administered to 241 high school fi-eshmen, of whom 76 were
black, 158 were white, and 7 were classified as “other.” Findings indicate that student
motivation showed no significant elThct on the relationship between ability and academic
achievement. However, motivation acted as a moderating variable between ability and
academic achievement for black students. The findings suggest that the elements of both
school climate and family environment have a stronger direct impact on academic
achievement. It is recommended that school—family programs he developed to facilitate
student motivation and improve teacher-student i-el ationships.
A research project by .Tanes, Koutsopanagos. Mason. and Villaranda (2000)
examined the impact of a multifaceted intervention on student motivation and
achievement. Participating in the study was second and third graders form three schools.
The 12-week intervention was comprised of three elements: (a) use of the theory of
multiple intelligences in instruction, (b) the incorporation of cooperative learning, and
(c) the provision of an engaged learning environment. Students worked in teacher-
selected base groups weekly for 15 minutes for data collection and reflection and in
randomly-assigned cooperative learning groups at least twice weekly for 30-45 minutes.
Cooperative learning activities were incorporated into classroom practices. The findings
of the post-intervention data illustrated that implementing the theory of multiple
intelligences had a positive effect on the targeted classrooms. There were decreases n
missed reading assignments for two sites, and an increase for one site. Students revealed
positive attitudes toward themselves and their school. Students’ reading scores increased
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moderately from first to second quarter. Participating teachers concluded that
cooperative learning and engaged learning were used together to successfully increase
student motivation and achievement.
Student Attitude towards Mathematics (ATM)
A paper by Etsey and Snetzler (1998) presented a meta-analysis study that
addresses gender differences in student altitudes toward mathematics for the years 1970
to 1995. A body of 96 primary studies was used including 30,490 students, 69 journal
articles, and 27 ERIC documents in the analysis. The major conclusion of this study is
that gender differences in student attitudes toward mathematics do exist but are small.
Males are favored, indicating more positive attitudes toward mathematics.
Ring, Pape, and Tittle (2000) investigated changes in attitude using an adapted
version of the Fennema-Sherman Mathematics Attitude Scales (F-S MAS). Writing
samples, such as student math autobiographies, journals, and responses to mathematical
problems, were collected, and student evaluations of teaching across semesters were
reviewed. Over three semesters, a modified F-S MAS survey was administered to
students in reform and non-reform sections. Pre- and post-course attitude scores were
compared across groups. It is concluded that attitudes toward mathematics are based on
long-term interactions with the subject and mathematics teachers; they take a long time to
develop and are hard to change.
Teacher Content Knowledge
Goidhaber and Brewer (1996) presented data from the National Educational
Longitudinal Study (NELS) of 1988 which allowed students to be linked to particular
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teachers, was used to estimate the ilnpaci. ol’ teacher degrees on student performance in
the subject areas of mathematics, science, English, and history. The NELS was a
nationally representative survey of about 24,000 eighth graders in 1988, about 18,000 of
whom were surveyed again in 1990. It was Ibund that several teacher characteristics do
appear to make a difference in student perlbrnianee. Teachers certified in mathematics
and those with Bachelor’s or Master’s degrees in mathematics and science were
associated with higher student performance scores. Mathematics and science degrees
were not found to influence student outcomes in English and history, suggesting that it is
the subject-specific training rather than teacher ability that results in improved
performance. This finding suggests that student achievement in technical subjects can be
improved by requiring in-subject teaching.
In order to provide accurate estimates of how much teachers affect the
achievement of their students, a study by Rockoff (2003) used panel data covering over a
decade of elementary student test scores and teacher assignment in two contiguous New
Jersey school districts. The test score data, which spanned the years 1989-1990 to 2000-
200 1, came from nationally standardized basic skills reading and math tests. Data were
also collected on students’ gender, ethnicity, special education classification, and English
as a Second Language enrollment, as well as on school, grade, and teacher identifiers.
The study estimated teacher fixed effects while controlling for fixed student
characteristics and classroom specific variables. Data analysis indicated that there were
large and statistically significant differences among teachers. A one standard deviation
increase in teacher quality raised students’ reading and math test scores by approximately
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.20 and .24 standard deviations, respectively, on a nationally standardized scale. In
addition, teacher experience had statistically significant positive effects on reading test
score, controlling for fixed teacher quality.
A paper by Irwin and Britt (1 994) reported on a two-year professional
development prolect. Teachers Raising Achievement in Mathematics. This action
research project involved 8 intermediate school teachers and 10 secondary school
teachers who were asked to (a) examine their own classroom practices and the effect that
these had on students learning, (b) decide what changes they would like to make,
(c) experiment with those changes, and (d) reflect on why the changes were or were not
effective in improving students achievement in mathematics. The results showed that the
intermediate school teachers changed less than did the secondary school teachers. The
limited mathematical knowledge of the intermediate school teachers was seen as a major
constraint preventing them from making changes consistent with a constructivist
approach to learning. Their limited mathematical knowledge tended to result in a narrow
perception of teaching. more in terms of attitudes toward mathematics than in terms of
values drawn from a broad mathematical knowledge. This reflection in terms of attitudes
was unlikely to lead to improvement in their students learning.
Teacher Knowledge Regarding Primary Gender Learning Styles
The purpose of the research by Smith, Odhiambo, and El Khateeb (2000) was to
use a Tennessee high school as a research site to assess the impact of H. Gardner’s
Multiple Intelligences (MI) on students’ academic successes in 1 0th grade English, social
studies, mathematics, and science classes. The research used a two-part minimally
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intrusive data collection protocol. Ihe student population of the high schools 10th grade
was strati lied into two academic groups: honors and regular. From these two
populations. 60 students I rom each group were assigned to the research participation
daahase. Each student was surveyed to determine the multiple intelligences that they
had used in English, social studies, mathematics, and science classes. This process
required each student to complete the Student Multiple Assessment Reporting Test four
times, completing each survey in approximately 10 minutes and the entire process in 40
minutes. Students semester, first quarter, and second quarter grades were collected.
Stepwise multiple regression with hierarchical clustering was used to determine the
typologies of successful and unsuccessful students in these core subjects. There were
significant differences between successful and unsuccessful students in all subject areas.
Overall, however, the theory of’ multiple intelligences was found to be unproductive in
the areas of student metacognitive activities and avareness as well as in the areas of
student academic success. Under the MI theory, the more successful student should have
had a significantly different typology of metacognitive awareness and activities across all
subject areas from that of the unsuccessful student. The typologies were significantly
different, but the typologies themselves were not the same across differing subject areas.
One appendix lists metacognitive factors and regression equations, and the other contains
subject times factor graphs.
An action research project by Burhorn. Harlow, and Van Norman (1999)
examined the impact of using cooperative learning activities and multiple intelligences
teaching techniques on the motivation of kindergariners and third graders at two
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elementary schools in a rural Illinois community. Over 50% of the school populations
were low-income, and over 6% had limited English proficiency. Two groups of students
participated in the study, one classroom of 22 third graders and one classroom of 24 all-
day kindergarten students. The extent of disruptive behavior and low motivation was
documented through teacher observation checklists and student attitude surveys (with a
modified form administered orally to kindergartners). The 16—week intervention used
multiple intelligence teaching methods, cooperative learning activities, and enhanced
classroom climate to promote learning. At least two 30-minute cooperative lessons were
taught each week during the intervention period. To assess the effects of the intervention,
monthly tabulations of off-task behavior were maintained for October, November,
January, and February. Observations were made every 5 minutes for a 30-minute period
for 20 third graders and 6 kindergartners. The findings indicated that there was a 66%
decrease in the number of off-task occurrences during seatwork for third graders and an
84% decrease for kindergartners. Improvements were also noted in students abilities to
work well with a partner.
Teacher Expectations
A paper by Cantor, Kester, and Miller (2000) described a survey of teachers
trained in Teacher Expectations and Student Achievement (TESA) interactions, a
behavior change program based on expectation theory. It taught 15 interactions by
clustering them into five units of three behaviors. Each unit had an interaction designed
to improve student academic achievement, provide constructive feedback, and strengthen
self-esteem. The study examined whether teachers: agreed that TESA interactions were
21
useFul with today’s children; continued to pr1ctice the II SA coding and observation
process after being trained; and would recommend ‘l’ESA to colleagues. The survey was
completed by 227 (‘alifbrnia teachers who had been trained in TESA within the past two
years. It was also sent out in the Phi Delta Kappa monthly journal, with 793 completed
surveys received from around the nation. Results indicated that teachers and school
administrators were overwhelmingly pleased with the results of their TESA training.
Most respondents considered their TESA training excellent or good and found the
training highly useful ibr the classroom. Most respondents would recommend TESA to
their colleagues. Most teachers continued to work in their collaborative teams and
continued coding each other well after the training ended.
Teacher Demographics
Teacher demographics are defined as gender, years of experience, certification
level, and school code (elementary, middle or high school). Teacher demographic
information was extracted from the survey labeled “Southwest Atlanta Elementary
School Student Data Form,” questions 21 -24 (Appendix A).
S ummarv
In general, the research suggests that single-sex instruction in mathematics can
close achievement gaps between boys and girls; however, other independent variables
need to be considered in order for the optimal impact of single-sex instruction to narrow
the gap. Other independent variables that the research points out are: self-confidence,
enjoyment, value and motivation. The research also suggests that the impact of single
sex mathematics instruction is relative to the age of students. The research suggests that
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single—sex instruction in mathematics has a greater impact on narrowing the achievement
gap on younger students students in grades 3—1 0. As students get older, research
suggests that pcrfbrmancc levels between boys and girls are not significantly different
relative to single-sex instruction.
The research points out that much study must he conducted in order to
conclusively determine the effects ol’ single-sex instruction in mathematics both for the
short-term and long-term and the impact of gender-based instruction in urban schools
primarily made up of low socioeconomic African-American and Hispanic, LatinalLatino
students. Therefore, the focus of this study is to determine the impact of gender-based




The Georgia Criterion Reference Competency Test (GCRCT) results showed
achievement gaps in mathematics between female and male students. In order to close
achievement gaps between males and females in mathematics, gender-based classes
(separate mathematics classes for males and females) were analyzed and researched for
anticipated impact of narrowing or closing achievement gaps in mathematics. The
theoretical framework considers instructional leadership, student motivation, student
attitude towards mathematics, teacher content knowledge. teacher pedagogy/
methodology, teacher expectations. teacher demographics (years of experience,
educational level and gender) as well as student demographics (gender, current math
grade. caretaker, mother’s education/job. fathers education/job, discipline, number of
siblings, and future job aspirations) (independent variables) in validating whether or not
gender-based classes (treatment.) progressively improve mathematics achievement









Teacher Expectations and Content Knowledge are the two independent variables
assumed to have the most impact on student achievement in mathematics and for closing
gender gaps. Gender-based classroom instruction is a means to differentiate instructional
practices in order to curtail student discipline problems, focus on primary learning styles
of males/females, and to motivate/engage students in the learning process.
A. Instructional Leadership
B. Teacher Certification Level
C. Teacher Content Knowledge
D. Teacher Primary Gender
Learning Style Knowledge
E. Teacher Expectations





Delinitions of Variables Operational ized for Measurement
I )e,pendeni Variah/e
Xiiident uclnei’enient in niatheinulics Student /\ehievement as measured by the
Georgia Criterion Reference Competency Test ((ICRC’l’) in mathematics.
Independent I’ur,ables
Instructional Leadership- i-low the principal of the school works collaboratively
with all stakeholders in order to continuously develop and improve a positive school
culture in which optimal teaching and student learning takes place.
Student Motivation -Student motivation naturally has to do with students’ desire
to participate in the learning process. But it also concerns the reasons or goals that
underlie their involvement or noninvolvement in academic activities. Although students
may be equally motivated to perform a task, the sources of their motivation may differ.
Student Attitude towards’ Mathematics “A TA’f)—A manner of acting, feeling, or
thinking that shows one’s disposition towards learning/valuing mathematics
Student Demographics—Demographics of students used as independent variables
such as gender, caretaker, mother’s education/job, father’s education/job, number of
siblings, discipline, student future job aspiration).
Teacher Content Knowledge —the pedagogical (teaching) skills teachers use to
impart the specialized knowledge/content of their subject area.
Teacher pedagogy/methodology—- What teachers know about a child’s learning
style (linguistic, logical/mathematical, special, musical, visual, naturalist, auditory,
bodily-kinesthetic, interpersonal, intrapersonal and social background) and how that
26
teacher uses that knowledge in order to eflbctively teach students ierlbrmance standards
and concepts.
leacher l.xpec/a/tons Ihe positive expectation on the teacher’s part toward the
success oi each ol his/her students.
Teacher l)einographics L)emographics o C teachers used as independent variables
such as Years of Experience. Certification Level/I ducation. Gender, Grade Taught).
Gender—Based Instruct ion-——Teach i ng male students mathematiCs separately from
females (Level I and II students).
Co—Educational Ins/ruction----Teaching both male and female students
mathematics in a coeducational setting (Level III students).
Student Learning—The teacher’s perception of student prior knowledge and
prerequisite skills. These skills are skills that teachers define as skills students need to
have in order to be successful at their respective grade levels in the mathematics
classroom.
Justification of Variables
Student Achievement in Mathematics in Relation to Independent Variables in Context
Instructional leadership was analyzed within the school to determine the extent to
which the principal’s leadership style facilitates collaboration, a professional learning
community, staff morale/motivation, professional development, data-driven decision
making, delegation, a positive culture/climate and student achievement.
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Rue and l3yers’ (2001) leadership model relative to effective instructional
planning also suggests that good leadership begins with clear objectives and then
determines the course of action to achieve objectives.
(leizel and Guba’s (1957) Social System Model of Leadership suggests that
effective principals engage teachers, parents and community in the task of identifying the
causal variables within the school. This type of collaboration among all stakeholders
helps stakeholders to bond and to move toward development of action plans to address
those variables identified as causing low student achievement. In addition, the model
helps all stakeholders to have a bu-in towai-d the process of implementation of the action
plan. monitoring the action plan and making corrections to refine the plan. The Getzel
and Guba model supports Maslows (1970) 1-lierarchy of Needs theory. When a leader
takes into account the needs of its followers, he/she is better able to assign tasks based on
the individual’s strengths thus enabling that follower to become self-actualized toward
meeting specific tasks/goals.
The role of socioeconomic status (SES) as an independent variable is significant
because it could have an impact on student achievement. There is a tendency for schools
with high levels of poverty to have inflated test scores. Researching the effects of SES
on the achievement levels of students in mathematics for both boys and girls is essential
to understanding and substantiating the affects of gender instruction. Although noted as a
potential causal factor, SES was not studied during this research as 100% of the school’s
enrollment is poor.
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S/ut/en! lno/n’a/u)ll was researched in order to show the relationship between
student achievement in niathematics and student motivation. We know that student
motivatioii is an important variable that may predict hOW well a student will achieve in
mathematics despite oilier independent variables.
Student attitude towards mathematics was analyzed in order to show the
relationship between student achievement in mathematics and student attitude. Like
student motivation, it is important to research student attitude relative to other
independent variables that may impact mathematics achievement.
Whether or not a student ‘s age has any impact on same—gender instruction is also
an important variable to analyze. Whether or not student age is a factor to effective
delivery of gender-based instruction is important. Teachers need to know what age group
gender-based instruction is most effective with.
Student demographics were analyzed to see if any of the demographics have any
significant impact on student achievement. The Student demographics to be researched
are: gender, caretaker, mother’s education/job. father’s education/job, number of siblings,
discipline, student future job aspiration, etc.)
Teacher content knowledge was analyzed in order to understand the impact
content knowledge preparation has on student achievement in mathematics. Teachers
need to know the significance that content knowledge has or does not have on the
outcomes of student achievement.
The more teachers know about a student ‘s primary learning style is essential to
effective lesson planning and instruction. To what extent a teacher’s knowledge of his/her
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student’s learning profile will speak volumes to understanding how to use best practices
for optimal student learning and instructional practices within the classroom.
7acher pedagogj/ineihodo!ogy was analyzed to find understanding as to which
methods work best in teaching males and females mathematics. Are there huge
difiCrences between the teaching methods in a gender—based classroom? IC the answer to
this phenomenon is, yes, then it is important to share these findings with other teachers to
maximize instruction and student learning.
Teacher expeclalions were analyzed to disclose any conceptions of the level of
teacher expectations on student learning. What impact does the expectation level of
teacher expectancy have on mathematics achievement?
The results of the analysis of these independent variables can be used as a
benchmark for further study to validate or discredit the implementation of gender—based
instruction classes in mathematics instruction at each level of p-I 2 education — whether
private, public, urban, suburban or rural locales.
The findings of this research will impact all stakeholders associated with the
educational process (i.e. superintendents, boards of education, central office staff,
regional support teams, model teacher leaders, principals, teachers, students, parents and
business partners).
Teacher demographics were researched to disclose whether or not teacher
demographics such as years of experience, educational/certification level, and gender
have an impact on student achievement.
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(‘1uh’I—hasL’d i)l.VI11fCI!LI7 was researched ts to the i11pact this relbrm strategy
will have on higher student achievement in mathematics.
Research Questions
RQI Is there a significant relationship between student achievement in
mathematics and instructional leadership of’ principal?
RQ2: Is there a significant relationship between student achievement in
mathematics and instructional teacher certification level?
RQ3: Is there a significant relationship between student achievement in
mathematics and teacher content knowledge?
RQ4: Is there a perceived relationship between student achievement in
mathematics and teacher expectations’?
RQ5: Is there a significant relationship between student achievement in
mathematics and gender-based instruction?
RQ6: Is there a significant relationship between student achievement in
mathematics and teacher demographics?
RQ7: Is there a significant relationship between student achievement in
mathematics and student demographics?
RQ8: In a stepwise multiple regression analysis of the data what are
the independent variables that explain 2008 CRCT student
achievement?
RQ9: Is there a significant relationship between student achievement in
mathematics and student learning activities?
RQIO: Is there a significant relationship between student achievement in




Permission to Conduct the Study and the Protection of
Human Subjects
The research methods that were used throughout this study were approved by the
local school district’s Research. Planning and Accountability Division. The district’s
policy on research within its district was followed in order to maintain confidentiality of
students, teachers and support stalE In terms of the study of human subjects, the school
system’s name is not mentioned to ensure anonymity of the system, school and individual
teachers. Teachers cannot be identified since they do not have to state their names, and
since the data will be analyzed only as group data. Teachers, students and parents were
informed that they could withdraw at any time. Benefits to the teachers and the school
system are expected in terms of identifying strategies that might positively hnpact
students’ academic performance.
Research Design
This study used the correlational design as a result of treatment that was
developed based on the findings of the first phase of the research and GCRCT results.
The study utilized the correlational design in order to extract information collected from
surveys completed by teachers and students. The surveys distributed were entitled:
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Student Questionnaire, Student I)ata 1rin, Teachc’r (.)uestionnaire, and Instructional
Leadership (Principal) Questionnaire
In order to determine whether or not gender—based instruction narrowed
achievement gaps between males and females, student pre-test (2007 Math GCRCT)
scores and post-test scores (2008 Math CRCT) were analyzed separately.
Since August of 2007, third, fourth, and fl fIh grade students have been given math
instruction in gender-based classrooms with one coeducational (co-ed) class at each grade
level (these students were grouped in co-ed groups because they had scored in the
“Exceeds” category on the spring 2007 GCRCT assessment). Although students were
initially assigned to their mathematics classes based on their 2007 GCRCT status (i.e.
Level I = Does Not Meet Standard, Level II = Meets Standard, and Level III = Exceeds
Standard), students who were misplaced were reassigned to a classroom relative to their
ability. Prior to utilizing gender-based instruction as a reform strategy, teachers were
given professional development in differentiated instruction, culturally responsive
teaching, data analysis, and the 26 best practices of an effective lesson plan in order to
address each student’s need.
Teachers and students were observed in gender-based mathematics classes to gain
insight into strategies and methodologies toward teaching mathematics to males/females
in a gender-based classroom. Surveys were used to ascertain subjective feedback as to
teacher and student likes and dislikes about gender-based mathematics classes.
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In addition, test data were analyzed to gauu,e achievement in mathematics for both male
and female students. Assessment data were drawn from the 2007 and 2008 GCRCT
results (pre and post test).
Description of the Setting
XX I lementary School is located in the inner—city of Atlanta in the northwest
quadrant of Atlanta. The school serves approximately 550 students K—5 and is comprised
of 85% African—American, and 1 5% 1-lispanic, Latina/Latino students. Ninety—nine
Percent (99%) of students receive free or reduced priced lunch.
he school has met Adequate Yearly Progress (AYP) for nine consecutive years
and has been recognized as a Federal and State Title I Distinguished School. The school
has a Comprehensive School Reform Model for reading/language arts—Direct
Instruction. During the 2007-2008 school year. the principal implemented gender
mathematics classes at grades 3-5. The math classes are homogenously grouped based on
ability/skill set. The configuration also consisted of one co-ed mathematics class at each
grade level (third through fifth grades). The co-ed class consisted of male and female
students that performed in the “Exceeds” category.
There were 11 classrooms observed during this study—-4 third grade classes, 4
fourth grade classes, and 3 fifth grade classes. The faculty and staff are 97% African-
American and 3% Caucasian. The school has I full-time counselor, 1 full-time physical
.education teacher, 1 full-time art teacher, I full-time music teacher, 2 band Teachers, 1
full-time technology teacher, I principal, 1 instructional liaison specialist, I math
coordinator. I reading coordinator. I media specialist. 26 regular education classroom
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teachers, 2 special education teachers, 2 I ngl ish of Second and Other Languages (ESOL)
teachers, 9 paraprolessionals, 4 cafeteria workers, and 4 custodians.
‘Ihe school has a school council comprised of’ the principal, two teachers, two
parents, and two business partners. The (‘ouncil meets monthly to discuss school issues
aiid to make recommendations to the principal regarding school programs.
The Parent/Teacher Association (PTA) is virtually non-existent. The school has
monthly parent and family nights in lieu of an inactive PTA. Parent University, a parent
involvement initiative implemented by the principal, is viable toward training parents to
become active participants in school and to connect parents to community resources.
Description of Population and Sample
Throughout the study, 4 third grade teachers, 4 fourth grade teachers, 3 fifth grade
teachers, and approximately 1 90 students, were surveyed.
Description of Instruments
Teachers were given surveys (Appendix B) in order to extract their content
knowledge preparation (how much training/education they have had in mathematics
instruction). Teacher content knowledge information was extracted from questions 11-16
on the Teacher Questionnaire.
In addition, surveys were used to extract teacher knowledge of student learning
styles (how well they understand and utilize differentiated instruction related to student
primary learning styles). Teacher knowledge of primary student learning styles was
extracted from questions 1 7, 18 and 27 of the I’eacher Questionnaire.
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The level and understanding of teacher ‘s pedagogy/methodology was extracted
lI’om items 17—28 on the Teacher Questionnaire. The level of a teacher’s expeclalions
toward student achievement was extracted from items 1 -1 4 of the Teacher Questionnaire.
Prior to the treatment (gender—based instruction), teachers had been given
professional development in the areas of: differentiated instruction, culturally responsive
teaching, learning styles, the 26 best practices ofan effective teacher and how to use data
to inform their instructional practices. This information was extracted from item 19 on
the Instructional Leadership (Principal) Questionnaire (Appendix C). In addition,
teachers were given surveys and interviewed as to their likes/dislikes regarding gender-
based instruction and the types of support and professional development that they feel is
needed in order to effectively teach gender-based instruction in mathematics
Students were surveyed regarding their socioeconomic •s1at us and demographics
relative to family/home structure extracted from the Student Questionnaire (Appendix D)
items 1-32 (Who is their primary caregiver? Do they live in single parent homes or two
parent homes? Does their caregiver work or stay at home?), level of student motivation
and attitude towards mathematics instruction and their likes and dislikes regarding
gender mathematics classes (items 1-5: Student Questionnaire), whether or not they
believe their teacher has high expectations of them (items 13-18: Student Questionnaire),
whether or not they believe their teachers communicate/teach mathematics concepts to
them in a way they understand, whether or not their teacher uses different ways to teach,
the types of homework that is given, and how supportive is their teacher in school.
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In addition, the principal’s ins!rlI(’Ii(nlul l1’(!(l(’l’bhi/) style was analyzed as to how
he works collaboratively with all stakeholders in order to continuously develop and
improve a positive school culture in which optimal teaching and student learning takes
llace. Teachers completed the survey entitled, I!7S/!11LIiOll(il Leadership (Principal)
Ouesfiomiaire, items 1 —21
The data collected via surveys and assessment data as a result oldata
triangulation show reliability and validity of’ this study, its treatment and the
validity/reliability of’ the findings relative to gender—based mathematics instruction and
student achievement.
Data Collection
Data were collected from student, and teacher surveys. In addition, assessment
data was analyzed from the Georgia Criterion Reference Competency Test (GCRCT)
results. Each student’s Georgia Criterion Reference Competency Test (GCRCT) scores
in mathematics were matched to the student’s survey responses and to the teacher’s
responses to allow for test of relationships between identified variables.
Teachers were video-taped in the classroom setting to capture the implementation
of the elements that make up on effective lesson in order to capture infusion of
differentiated instructional best practices.
Method of Analyzing Data
Student achievement data (GCRCT Pre- and Post Assessment data) were analyzed
separately to determine if student achievement had improved. Comparing the data
separately allowed for the pre- and postlest achievement data (2007 Math GCRCT &
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2008 N/lath (ICRCT) to be analyzed in order to ascertain and to measure student
achievement relative It) those students taught in gender—based instructional classroom
settings vs. co—educational classroom instructional settings.
Student achievement scores were matched to the independent variables to allow
for correlational analysis. Teacher and student anonymity was protected by assigning
each teacher in the study a number (i.e. 3.1, 3.2, 3.3, 3.4. 4.1, 4.2, 4.3, 4.4, 5.1, 5.2, 5.3—
where the first number in the ordered pair denotes grade level taught and the second
number denotes unique teacher number). In addition, students were identified in the
study by their unique student identification (1.1).) number rather than names (please see
Southwest Atlanta Elementary School Student Data Form).
All independent variables were included on the same excel spreadsheet as the
individual student identification and respective teacher identification in order to match
student to teacher. 2007 GCRCT score, 2008 GCRCT Score, student demographics and
teacher demographics; 2007 GCRCT results were analyzed initially by the school’s
Leadership Team (Principal, ILS. Mathematics Coordinator. Reading/LA Coordinator,
Counselor. Media Specialist. Technology Specialist). The data were analyzed to identify
strengths and weaknesses in mathematics relative to male and female achievement. Once
“red flags” were identified, teachers analyzed the data and collaboratively developed a
plan of action to address any deficient instructional areas. With intense collaboration
with the entire staff the staff decided to treat low achievement in mathematics by
implementing gender-based instructional classrooms.
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In addition, stu(lcnt questionnaires, teacher questionnaires, instructional
leadership (principal) questionnaire and the 20O7—2O0 (ICRCT data were tallied and
analyzed to ascertain and triangulate the significant independent variables that have an
impact on higher student achievement and closing achievement gaps relative to males and
females in mathematics.
Reliability Summary
A reliability test using the Statistical Package for the Social Sciences (SPSS)
reliability procedure was performed on the instruments used in this study in order to
validate the use of the survey instruments. The survey consisted of different components
that measured the following areas:
• Student Learning collected From Southwest Atlanta Elementary School
Student Data Form (items I — 11
• Instructional Leadership (Principal) Questionnaire (items I - 15)
• Teacher Expectation from the Teacher Questionnaire (items 1- 10)
• Teacher Content Knowledge/Preparation from the Teacher Questionnaire
(Items 13 - 16) Excluded items 11 and 12
• Teacher Pedagogy from the Teacher Questionnaire (items 1 7 to items 28)
• Student Attitude from the Student Questionnaire (Items I to items 5)
• Student Homework from the Student Questionnaire (items 6 to items 1 0, Not
Reliable)
• Student Gender Classes from the Student Questionnaire (item 11 and items
12. Cannot Compute)
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• Student/Teacher I xpec1ation tiom Student Questionnaire (items 13 to items
18)
• The parent questionnaire consisted of unrelated questions which did not
represent any collective dimension and was not tested for reliability.
The results of the reliability indicate that Student Learning. Instructional Leadership,
Teacher Expectation, Teacher Content Knowledge, Teacher Pedagogy, Student Attitude
and Student Teacher Expectation components are reliable and are constructed of similar
measures. The results also indicated that Student I lomework (items 6 to items 10, Not
Reliable) and Student Gender Classes could not be computed as it consisted of only two
items (Table 3).
Table 3
Results 0/tile Reliability Test
N Cronbach Alpha
Student Learning 1 51 .974
Teacher Expectation 10 .798
Teacher Content Knowledge/\ 10 .781
Teacher Pedagogy 10 .732
Student Attitude 1 86 .632
Student Homework 184 .022
Student Gender Classes Cannot compute
Student Teacher Expectation 1 83 .757
‘I able 3 ( Cofli I niicd
N Cronbach Alpha
Student Motivation (Dropped based 1 88 .113
on test reliability)




This study examined whether single-gender mathematics classes have an effect on
the achievement levels of males and females. A correlational design study was
conducted that included a treatment. A quantitative data analysis was conducted to
analyze the data collected on the basis of each research question. The population
consisted of 11 teachers and 188 students from a single school. The study collected data
from seven different sources: (a) teacher questionnaire, (b) student questionnaire,
(c) instructional leadership questionnaire. (d) parent questionnaire, (e) student
demographic questionnaire. (1)2007 CRCT PRETEST. and (g) 2008 CRCT POSTTEST.
The dependent variable, student achievement in mathematics, was defined as the student
raw score on the 2008 Georgia CRCT mathematics test. The data type was interval. The
following independent variables were correlated with student achievement:
1. Teacher Expectations as perceived by teachers
2. Teacher Content Knowledge/Preparation as perceived by teachers
3. Teacher Pedagogy/Methodology as perceived by teachers
4. Student Learning Methods as perceived by teachers
5. Instructional Leadership as perceived by teachers
6. Gender Classes (Male, Female, or Co-Ed)
7. 2007 CRCTMathematicc (Pie)
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The following independent variables were collected anonymously and independent of the
students’ 2008 C’RC’l’ Math test scores were not correlated with student achievement:
• Student Mo//va/ion as perceived by students
2. School A/i itude as perceived by students
3. Student homework as perceived by students
4. Teacher Expectation as perceived by students
5. Gender (‘lasses’ as perceived by students
The demographic variables were assigned numerical values based on the order of the
choices on the survey. The student demographics variables were: student job aspirations,
number of siblings, dad job, mom job, primary caretaker, current math grade, grade level,
and student gender. The teacher demographics variables were: teacher gender,
certification level, grade taught, teacher years of experience, educational level, and class
size. The demographic variables data types were either nominal or ordinal.
The Statistical Package for the Social Sciences (SPSS) version 16 was used to
summarize the data. The following statistical procedures were used: Pearson correlation,
Spearman, frequency, one-way analysis of variance, and multiple regressions. The data
are presented in two parts, the statistical distribution of the variables to observe the extent
of their variations, and the results and analyses of the statistical tests in response to the




‘Ihe following descriptive data indicated that students in (lie female only classes
had higher ratings on teacher expectations, student learning, instructional leadership, and
pre and post CRCT math achievement tests than both the male only classes and co-ed
classes (Table 4 through Table 6). 1-lowever, the co-ed classes had higher ratings in the
area of teacher content knowledge/preparation, teacher pedagogy/methodology and
teacher expectations.
Table 4
Mean Desc’ription a/A/ale (‘lasses of Jl7depc’nclenf and’ Dependeni Variables
Male Only Classes (N 48) Mean S.D. S.E.
*Teaclier Expectations 2.79 .3357 .0484
*Teacher Content Knowledge/Preparation 3.64 .35 16 .0507
*Teaclier Pedagogy/Methodology 3.77 .3098 .0447
Student Learning 3.15 .7898 .1140
Student Achievement CRCT Math (Pre) 794.04 33.370 4.8 16
Student Achievement CRCT Math (Post) 819.94 34.43 1 4.970
Leadership 3.83 .2464 .1232
= strongly disagree: 2 = somewhat disagree; 3 = somewhat agree; 4 strongly agree
Student Learning
1 = Well below Expectations; 2 = Below Expectations; 3 = Meets Expectations
4 = Above Expectations; 5 = Well Above Expectations
CRCT: <800 Did Not Meet;> 800 = Meets:> 850 = Exceeds
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‘l’ahle 5
Mean Description of Female C 7u,sses of Inc/epemident and Dependent Variables
Female Only (lasses (N = 5 1) Mean S.D. S.E.
*Feacliei. Expectations 3.39 .3248 .0454
*Teache. Content Knowledge/Preparation 3.45 .3500 .0490
*Teaciiei. Pedagogy/Methodology 3.78 .1066 .0 149
Student Learning 3.32 .6988 .0978
Student Achievement CRCT Math (Pre) 802.65 34.896 4.886
Student Achievement CRCT Math (Post) 831 .86 31 .274 4.3 79
*Insti.uctional Leadership 3.96 .0471 .0333
*1 = strongly disagree: 2 somewhat disagree: 3 somewhat agree; 4 = strongly agree
Student Learning
= Well below Expectations; 2 = Below Expectations: 3 = Meets Expectations
4 = Above Expectations: 5 = Well Above Expectations
CRCT: <800 = Did Not Meet;> 800 Meets;> 850 = Exceeds
Table 6
Mean Description of Co-Ed Classes ofIndependent and Dependent Variables
Co-Ed Classes (N = 44) Mean S.D. S.E.
*TeaclleI. Expectations 3.34 .66 17 .0846
*Teacher Content Knowledge/Preparation 3.89 .0799 .0120
*Teacher Pedagogy/Methodology 3.84 .1216 .0183
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‘lable 6 (continued)
Co-Ed (lasses (N = 44) Mean S.D. S.E.
Student learning 2.77 .7285 .1098
Student Achievement CRCT Math (Pre) 792.89 38.603 4.3 12
Student Achievement CRCT Math (Post) 805.89 3 1.596 4.753
*Insti.ictioiial Leadership 3.82 .2524 .1457
* I strongly disagree: 2 = somewhat disagree: 3 = somewhat agree: 4 = strongly agree
Sludent Learning
Well below Expectations: 2 = Below Expectations: 3 = Meets Expectations
4 = Above Expectations; 5 = Well Above Expectations
CRCT: < 800 = Did Not Meet;> 800 Meets:> 850 = Exceeds
The following student descriptive data indicated that students agreed (Mean =
3.79) that homework was important and that they received help when needed; students
somewhat agreed that they were motivated (Mean 3.39). Students had a positive
attitude about school (Mean = 3.54): and student agreed that teachers have positive
expectations for them (Mean = 3.66). Students like (Mean = 3.12) single-gender math
classes. The data presented in Table 7 were correlated with student achievement. They




Jl/i(’a17 I)e.wi’ip/ion of Iiiclepc’iideiii I ‘ariah!e.v o/’S’/ udeiit Pc’rcep/ions
lotal Student Population (N 190) Mean S.D. S.E.
*5cIm(l Attitude 3.54 .4982 .0361
*Student Motivation (Q19) 3.39 .8210 .060
*Sludent homework (Q6) 3.79 .580 .042
*St,jdent Teacher Expectation 3.66 .5057 .0366
*S1ijdeit Gender Classes (Q12) 3.12 1.149 .085
* 1 strongly disagree: 2 = somewhat disagree: 3 = somewhat agree: 4 = strongly agree
Research Questions
Deducted reasoning was utilized to organize the order of the research questions.
RQI : Is there a significant relationship between student achievement in
mathematics and instructional leadership of principal?
Student achievement in this analysis was defined as the 2008 CRCT raw math
score. There was a significant relationship between student achievement and the
principal’s leadership as perceived by teachers. The Pearson r was selected to test a
relationship for this research question because the dependent variable was interval and
the independent variable was interval. The correlation analysis generated a correlation
coefficient r = .299, n = 149, p = .000, where the calculated probability was less than the
accepted significance level of p < 0.05. Therefore, there was a significant relationship
between student achievement and the principaFs leadership as perceived by teachers.
The relationship indicated that teachers who perceived their principal leadership as
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Positive have helter student achievement performance than those teachers who have
negative perceptions of their principal’s leadership. ‘Flie strength o[ the relationship is
r = .08 indicated that teachers’ perception oF the principal’s leadership can explain 8% of
the variance on student perlbrmance on the CR(1’ (‘Fable 8).
‘Fahle 8
(‘orrelalions’ i’ll!? 7’eachers Perception a/Principal Leadership
Student Achievement 2008 CRCT Math Correlation CoeFficient .299
Sig. (2-tailed) .000
N 149
RQ2: Is there a significant relationship between student achievement in
mathematics and instructional teacher certification level?
Student achievement in this analysis was defined as the 2008 CRCT raw math
score. There was no significant relationship between studeflt achievement and the
teachers’ certification level. The Spearman r was selected to test a relationship for this
research question because the independent variable was ordinal and the dependent
variable was interval. The correlation analysis generated a correlation coefficient r =
.147, n = 165, p = .060, where the calculated probability was greater than the accepted
significance level of p <0.05. Therefore, there was no significant relationship between
student achievement and the teachers’ certification level (Table 9).
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‘Fable 9
( OITL’I((uiOllb’ Hi/Il leuchers ( eu/i/ILu/iofl Level
Student Achievement 2008 CRCT Math Correlation CoeFficient .147
Sig. (2-tailed) .060
N 165
RQ3: Is there a significant relationship between student achievement in
mathematics and teacher content knowledge’?
Student achievement in this analysis is defined as the 2008 CRCT raw math score.
There was no significant relationship between student achievement and the teacher
content knowledge. The Pearson r was selected to test a relationship for this research
question because the dependent variable was interval and the independent variable was
interval. The correlation analysis generated a correlation coefficient r -.132, n = 143,
p = .115. where the calculated probability was greater than the accepted significance level
of p <0.05. Therefore, there was no significant relationship between student
achievement and the teacher content knowledge (Table 10).
Table 10
Correlations i ri/h Teacher Content Knoii ‘ledge




RQ4: Is there a perceived relationship between student achievement in
mathematics and teacher expectations’?
Student achievement in this analysis was defined as the 2008 CRCT raw math
score. l’here was no significant relationship between student achievement and the
teacher expectations. The Pearson r was selected to test a relationship for this research
question because the dependent variable was interval and the independent variable was
interval. The correlation analysis generated a correlation coefficient r -.035, n = 143,
p = .677. where the calculated probability was greater than the accepted significance level
oCp < 0.05. Therefore, there was no significant relationship between student
achievement and the teacher expectations (Table 11).
Table 11
Correlations wit/i Teachers Expectations
Student Achievement 2008 CRCT Math Correlation Coefficient .074
Sig. (2-tailed) .382
N 143
RQ5: Is there a significant relationship between student achievement in
mathematics and gender-based instruction?
Student achievement in this analysis is defined as the 2008 CRCT raw math score.
A pre-post pair-wise t-test comparison was not performed because the 2007 CRCT math
test have different skill standards than the 2008 CRCT math 2008 test. Instead, an
analysis of variance was performed to compare the students in male only, female only,
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and co—ed classes to determine if there was a difference in their math scores in 2007 and
then in 2008.
There was a signIfIcant relationship between student achievement in mathematics
and gender classes. The data indicated that there was a significant difference between
female only classes and co-ed classes. The female only classes have a higher student
achievement performance. The research question was tested using an ANOVA to
determine if a significant relationship exists between student achievement in mathematics
and gender classes. The independent variable was nominal and the dependent variable
was interval. The results indicate that there is a significant difference between student
achievement in 2008 CRCT mathematics and gender classes. The data analysis yielded a
calculated F value of F(2,142)-=6.994, since the calculated F value of 6.994> critical F
value of 3.01 and having a F probability of 0.001 which was less than the significance
acceptance level of 0.05 the basis of a relationship was accepted.
However, further investigation indicated that there was no significant relationship
between student achievement in 2007 CRCT mathematics and gender classes. The
results indicate that there is no significant difference between student achievement in
2007 CRCT mathematics and gender classes. The data analysis yielded a calculated F
value of F(2,142)1 .428, since the calculated F value of 1.428 <critical F value of 3.01
and having a F probability of 0.243 which was greater than the significance acceptance
level of 0.05 the basis of a relationship was rejected. The analysis indicated that during
pre-treatment phase of the study there was no significant difference in the CRCT math
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scores, however there was a signiflcant diflèrence in the gender classes in terms of their
achievement math scores in 2008 (lable 12 through Table 15).
‘Fable 12
Descriptive Gender ( lass iiith 8fudent Achieve,,ic’nt 200$ (‘R( ‘T Mathematics
N Mean Sid Dcv Std Err
Male Classes 48 81 9.94 34.43 1 4.970
Female Classes 51 831 .86 34.896 4.886
Co-Ed Classes 44 805.89 3 1.596 4.763
Total 143 819.87 35.153 2.940
CRCT: <800 = Did Not Meet:> 800 = Meets;> 850 = Exceeds
Table 13
ANO 144 Difii’rences in Gender (lass with Student Achievement 2008 (‘RCT
Mathematics
SS df MS F Sig.
Between Groups 15939.192 2 7969.596 6.994 .001




l)L’scriplil’e (.cnder (‘lass ti/I/i S’iuden/ Ach/el’L’!uL’nt 2007 C ‘R( ‘7’ i taihema/ics
N Mean Stcl Dcv Std Err
Male Classes 48 794.04 33.370 4.8 16
Female Classes 51 802.65 3 1.274 4.379
Co-Ed Classes 44 792.89 28.603 4.3 12
Total 143 796.76 31.309 2.618
CRCT: <800 = Did Not Meet;> 800 = Meets;> 850 = Exceeds
Table 15
A No VA Difirences in Gender (‘lass ti//h Student A chievenient 2007 CRC’T Mathematics
SS df MS F Sig.
Between Groups 2782.438 2 1391.219 1.428 .243
Within Groups 1364 15.996 140 974.400
Total 139198.434 142
The Scheffe Post Hoc test is used to identify the groups that had the significant
difference. In the Table 1 6, the data revealed that female classes and co-educational
classes had the most significant difference of the three types of classes.
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‘l’able 6
Multiple ( omparison Dependent I ‘ar/able 200b’ / la/I? ( ‘l?( ‘7’ ui/h Gender ( ‘lasses
(I) (J ) Mean I)i lTerence
Gender Class Gender (‘lass (l—J) Sid. I rror Sig.
Sche!Te 1 2 -11.925 6.788 .217
14.051 7.045 .141
2 1 11.925 6.788 .217
3 5.976* 6.946 .001
3 1 -14.051 7.045 .141
25.976* 6.946 .001
1= Male Classes 2 = Female (‘lasses: 3 = (‘o-Ed (‘lasses
RQ6: Is there a signil cant relationship between student achievement in
mathematics and teacher demographics?
There was no significant relationship with teacher gender, certification level,
grade taught, and student achievement. There was a significant relationship with teacher
years of experience, educational level, and class size and student achievement. The
Spearman r was selected to test a relationship •for this research question because the
dependent variable was interval and the independent variable was ordinal. The
correlation of teacher years of experience analysis generated a correlation coefficient
r = -.159, n 165. p .042, where the calculated probability was less than the accepted
significance level of p < 0.05. Therefore, there was a significant relationship between
student achievement and the teachers’ years of experience (Table 17).
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Table 17
( ‘orre/alions: ]acher Deuimraph/e.v Il/f!? S/ndent Achieveuic’nI 200S’ ( ‘R( I Ala/h
Yeirs of Experience Correlation CoefFicient —.159
Sig. (2-tailed) .042**
N 165
Certi heation I evel (‘orrelation CoeFficient .147
Sig. (2-tailed) .060
N 165
Grade Taught Correlation CoeFficient —.005
Sig. (2-tailed) .951
N .143
Teacher Experience Correlation Coefficient -.15 1
Sig. (2-tailed) .072
N 143
Educational Level Correlation Coefficient .180
Sig. (2-tailed) .032**
N 143
Class Size Correlation Coefficient .167
Sig. (2-tailed) .047**
N 143
The correlation of teacher certification level analysis generated a correlation
coefficient r = .147. n 165. p = .060. where the calculated probability was greater than
the accepted significance level oFp < (1.05. IThereibre. there was no significant
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rehitionship between student achievement and the teachers’ certification level (see Table
17).
‘l’he correlation of teacher grade taught analysis generated a correlation coefficient
r = -.005, ii = 143. p = .951. where the calculated probability was greater than the
accepted significance level of p <0.05. ‘l’herefore. there was no significant relationship
between student achievement and the teachers’ grade taught (see Table 1 7).
The correlation of teacher experience analysis generated a correlation coefficient r
= -.151, ii = 143. = .072, where the calculated probability was greater than the accepted
significance level of’ p < 0.05. ThereFore, there is no significant relationship between
student achievement and the teachers’ experience (see Table 1 7).
The correlation of teacher educational level analysis generated a correlation
coefficientr = .180. n = 143. p = .032, where the calculated probability was less than the
accepted significance level oFp <0.05. Therefore, there is not a significant relationship
between student achievement and the teachers’ education level (see Table 17).
The correlation of teacher class size analysis generated a correlation coefficient r
= .167, n = 143, p .047, where the calculated probability was less than the accepted
significance level of p < 0.05. Therefore, there was not a significant relationship between
student achievement and the teachers’ class size (see Table 1 7).
Years ofExperience
Since the Spearman correlation demonstrated a con’elation it was decided to
further analyze the data. The data indicated that thei’e was a significant difference in
teachers’ years of experience in terms of student achievement (Table 1 8 and Table 19).
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‘I’able 1 8
7’ac/i’i,v )ears of LvflericncL’: 200S .lk,t/i ( R( 7’
Years ol I XpeI’iCflCC N Mean Std. Deviation Std. I rror
1 30 816.27 27.756 5.068
2 12 821.75 24.421 7.050
3 52 829.08 37.512 5.202
4 71 806.59 35.989 4.271
Total 165 816.54 35.515 2.765
CRCT: <800 = Did Not Meet:> 800 = Meets:> 850 = Ixcccds
Years of Experience: (1 0-1 Years; 2 = 2-3 Years: 3 = 4-6 years; 4 = 7-10 years)
Table 19
Teachers’ rars o/’Experience: .4N01 i 2008 Ala/h CRCT
Sum of Squares df Mean Square F Sig.
Between Groups 15528.030 3 5 176.010 4.355 .006
WithinGroups 191330.964 161 1188.391
Total 206858.994 164
Teachers with more years of experience tended to have higher student achievement
scores on the CRCT Math test.
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Mucu/io,iul I.(’1’(’l
Since the Spearinan correlation demonstrated a correlation between teacher
education level, ii was decided to Further aiialvze the data. The data indicated that there
is a signil’icanl diFFerence in educational levels (Table 2() and ‘Fable 21). The data
analysis yielded a calculated F value oF F( 1.3 )r 2.233. since the calculated F value of
6.994 > critical F value of 7.709 and having a F probability of 0.111 which was greater
than the significance acceptance level oF 0.05 the basis of’ a relationship is rejected.
Table 20
Descriptive Teacher Educational Level with 200(S’ Maui (‘RCT Pus! Treatment
Educational Level N Mean Std. Deviation Std. Error
27 811.67 27.942 5.377
58 816.53 34.755 4.564
58 827.02 37.672 4.947
Total 143 819.87 35.153 2.940
CRCT: <800 Did Not Meet;> 800 = Meets:> 850 = Exceeds
Educational Level: (1 = Bachelor’s; 2 Master’s; 3 = Specialist; 4 Doctorate)
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Table 21
,1N01’A Thucher Edgcaiirrnal Level ;i’iil, 2008 A lath (‘tiC ‘7’
Sum of Squares df Mean Square F 51g.
Between Groups 5425.062 2 2712.53 1 2.233 .111
Within Groups 170047.414 140 1214.624
Total 175472.476 142
(‘la.sw Ste
Since the Spearman correlation demonstrated a correlation it was decided to
further analyze the data. The data indicated that there was a significant difference in
class sizes between the classes with 15-20 students and those classes with 20 or more
students in terms of student achievement (Table 22 and Table 23). Classes with fewer
students tended to have higher student achievement scores on the 2008 CRCT Math test,
Table 22
Descriptive 2008 Clan Size with Math (‘tiC 7’
Class Size N Mean SM. Deviation SM. Error
15-20 85 814.99 32.658 3.542
20÷ 58 827.02 37.672 4.947




A1VO I ‘A (‘las’s S’i’e ui//i 2008 A Ia/li ( ‘R( ‘1’
Sum 01 Squares di’ Mean Square F’ Sig.
I3etween Groups 4988.505 1 4988.505 4.126 .044
Within Groups 1 70483.971 1 41 1 209.1 06
Total 175472.476 142
In order to determine if there was a signiflcant relationship between student
achievement and a teachers’ gender a chi square test was used. The chi square test of
independence was used because the dependent variable is nominal and did not represent a
Likert scale. The clii square test result is X2 (N = 143, df= 67) = 78.94,p= .151. where
the calculated probability was greater than the accepted significance level of 0.05.
Therefore, there was no signiflcant difference between teacher gender in regards to male
and female teachers and student achievement (Table 24). The results show that there was
no significant association or relation with teacher gender and student achievement.
Table 24
Teacher Demographics ‘wi/li Student Achievement 2008 CR( 7’ Math
Asymp,
Chi-Square Tests (2-Sided) Value di’ Sig. Li’A
Teacher Gender 78.94 67 .1 5 1 .265
61
RQ7: Is there a significant relationship between student achievement in
mathematics and student demographics’?
There were no sini ficant relationships with student achievement and the student
independent demographic variables student oh aspirations. number of siblings, dad job,
mom job. primary caretaker, grade level, and student gender. The Speai-man r was
selected to test a relationship for this research question because the dependent variable
was interval and the independent variables were ordinal. The correlation of students’
number of siblings size analysis generated a correlation coefficient r = .066. n = 163,
p = .404. where the calculated probability was greater than the accepted significance level
of p < 0.05. Therefore, there was no significant relationship between student
achievement and the number of’ siblings a student has (Table 25).
Table 25
(‘ori’elaiions i’i/h Sludeni ilehieveinent 2008 ( 7( ‘7’ Ma/h
Number of Siblings Correlation Coefficient .066
Sig. (2-tailed) 404
N 163
Student Grade level Correlation Coefficient -.013
Sig. (2-tailed) .873
N 165
The correlation of’ students’ grade level analysis generated a correlation
coefficient r = -.0 13. n = 165. p = .873. here the calculated prohahilit was greater than
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the accepted significance level of p <0.05. ‘l’hcrclbre. there was no significant
relationship between student achievement and the student’s grade level (see Table 25).
The cbs square test of independence was used to test this research question
because the independent variable is nominal and did not represent a Likert scale. The chi
square test result for student job aspiration was X2(N = 143, df= 201) 2l3.O5p= .267,
where the calculated probability was greater than the accepted significance level of0.05.
Therefore, there was no significant association or relation with student job aspiration and
student achievement. The chi square test result lhr dad job was X2 (N = 143. df=177) =
169.40. p = .646. where the calculated probability was greater than the accepted
significance level of 0.05. Therefore, there was no significant association or relation with
dad job and student achievement. The chi square test result for mom job was X2 (N =
143. dfl 98) = I 95.95. p = .528. where the calculated probability was greater than the
accepted significance level of 0.05. Therefore. there was no significant association or
relation with mom job and student achievement The chi square test result for primary
caretaker was X2 (N = 143, df =201) = 187.45. p = .745, where the calculated probability
was greater than the accepted significance level of 0.05. Therefore, there was no
significant association or relation with primary caretaker and student achievement. The
chi square test result for student gender was X2 (N = 143, df=67) = 62.36. p = .638,
where the calculated probability was greater than the accepted significance level of 0.05.
Therefore, there was no significant association or relation with student gender and
student achievement (Table 26).
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Fable 26
( /i/L,qitare S’/ucfL’n/ I)eniocitphie.s 1 11/7 ‘,/ucle’,i/ 1 c/1ie’l’elllL’lll
A sy m p.
Chi—Square Tests (2—Sided) Value di Sig. ETA
Student Job Aspirations 21 3.05 201 .267 .267
I)ad Job I 69.4() 1 77 .646 .266
Mom Job 195.95 198 .528 .125
Primary caretaker 187.45 201 .745 .144
Student Gender 62.36 67 .638 .070
Number ol Valid Cases 165
A stepwise regression analysis was conducted to determine the separate and
independent effect of each independent variable on student achievement as the
dependent. In this method the dependent variable was placed in the equation followed by
the independent variables that were most associated with dependent variables in the
correlation analysis, while the other variables were held constant. A beta weight was
calculated. Similarly, the other variables were introduced in successive order and the
respective beta weights calculated until all variances were taken tip. Independent
variables not making any contributions to the dependent were excluded. Therefore, the
standardized beta coefficient was calculated for each independent variable while
controlling for the effects of the other variables. The standardized beta coefficient
indicated that a unit change in the respective independent variables contributed or
explained the spec ilicd beta coefficient change on the dependent.
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RQS: In a stepwise multiple regression analysis of the data what are
the independent variables that explain 2008 C’RCT student
achievement?
In order to provide data for this research question. student achievement was
entered as the dependent variable. The independent and demographic variables were
entered on the basis that they were significantly related to student achievement in the
correlation analysis. Five variables met this criterion: class gender. class size, teacher
years of experience, teacher education level, and instructional leadership.
The results of stepwise regression analysis are shown in Table 27. In the table,
teacher class size made a beta coefficient of(B = 0.198, p = 0.026) to student
achievement that was significant at less than 0.05 level. The relationship indicates that
the larger class sizes were associated with higher student achievement when controlling
for the efThcts of the other variables.
Table 27
Results qfRegression Analysis: Student Achievement in Relation to the Selected
Independent Variables (N =126 Students)
SE Beta t p
(Constant) 15.605 50.296 .000
Teacher Class Size 6.225 .198 2.256 .026
Dependent Variable Student Achievement 2008 CRCT Math
<0.05.; Adjusted R Square = 0.039; F Ratio = 5.091
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The following variables were excluded: class gendcr. teacher years ofexperience,
teacher education level, and instructional leadership
RQQ: Is there a significant relationship between student achievement in
mathematics and student learning activities?
Student achievement in this analysis is defined as the 2008 CRCT raw math score.
There was a significant relationship between student achievement and the student
learning as perceived by teachers. The Pearson r was selected to test a relationship for
this research question because the dependent variable was interval and the independent
variable was interval. The Pearson r was selected to test a relationship for this research
question because the dependent variable was interval and the independent variable was
interval. The correlation analysis generated a correlation coefficient r = .537, n = 165,
p = .000. where the calculated probability was less than the accepted significance level
of p <0.05. Therefore, there was a significant relationship between student achievement
and the student learning as perceived by teachers. The relationship indicated that
teachers who perceived their student learning methods as positive had better student
achievement performance than those teachers who had negative perceptions of student
learning methods. The strength of the relationship is r2 = .28 indicated that teachers’
perception ofthe student learning can explain 28% ofthe variance on student
performance on the CRCT (Table 28).
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‘Fable 28
(‘orrelutio,i,v ui/h YL’uc’hc’i’,v PerL’L’ptio!l o/Stud’,it Leariiim
Student Achievement 2008 CRC1’ Math Correlation Coefficient .537
Sig. (2-tailed) .000
N 165
RQ 10: Is there a significant relationship between student achievement in
mathematiCs and teacher pedagogy/methodology?
Student achievement in this analysis was defined as the 2008 CRCT raw math
score. There was no significant relationship between student achievement and the
teacher pedagogy/methodology. ‘[he Pearson i’ was selected to test a relationship for this
research question because the dependent variable was interval and the independent
variable was interval. The correlation analysis generated a correlation coefficient
r = -.047, ii = 143, p = .578, where the calculated probability was greater than the
accepted significance level of p <0.05. Therefore, there was no significant relationship
between student achievement and the teacher pedagogy/methodology (Table 29).
Table 29
(‘orre/ulioim’ with Teuc!wr.s’ Pedagog’i Vi’Jethoclo/ogv Prepcnv!ion




St IMMARY. FINI)INGS. C’ON(’Lt JSIONS. ANI) RBCOMMINl)ATlONS
This study examined rather gender-based mathematics classes have an impact on
the achievement levels of males and females. A correlational design was conducted that
included a treatment—gender-based instruction. A quantitative data analyses was
conducted to analyze the data collected on the basis of each research question. The
population consisted of II teachers and 188 students from a single school. The study
collected data from seven different sources: (a) teacher questionnaire. (b) student
questionnaire, (c) instructional leadership questionnaire. (d) parent questionnaire.
(e) student demographic questionnaire (f) 2007 C’RCT pretest. and (g) 2008 CRCT
posttest. The dependent variable, student achievement in mathematics, was defined as
the student raw score on the 2008 Georgia CR0’ mathematics test The data type was
interval. The following independent variables were correlated with student achievement:
1. Teacher Expectations as perceived by teachers
2. Teacher Content Knowledge/Preparation as perceived by teachers
3. Teacher Pedagogy/Methodology as perceived by teachers
4. Student Learning Methods as perceived by teachers
5. Instructional Leadership as perceived by teachers
6. Gender Class (Male, Female, or C’o-Ed)
7. 2007 CRCT Mathematics (Pit)
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The following independent variables were collected anonymously and
independent of the students’ 2008 CRCT Math test scores and were not correlated with
student achievement:
• Student Motivation as perceived 1w students
2. School Attitude as perceived by students
3. Student I lomework as perceived 1w students
4. Teacher Expectation as perceived by students
5. Gender Classes as perceived by students
The demographic variables were assigned numerical values based on the order of
the choices on the survey. The student demographics variables were: student job
aspirations, number of siblings, dad job, mom job, primary caretaker, curi-ent math grade.
grade level, and student gender. The teacher demographics variables were: teacher
gender, certification level, grade taught, teacher years of experience, educational level,
and class size. The demographic variables data types were either nominal or ordinal.
The Statistical Package for the Social Sciences (SPSS) version 16 was used to summarize
the data. The following statistical procedures were used: Pearson correlation. Spearman,
frequency, one-way analysis of variance, and multiple regressions. The data were
presented in two parts: the statistical distribution of the variables to observe the extent of
their variations, and the results and analyses of the statistical tests in response to the
identified research questions. All of the statistical procedures were tested at the (005)
significance level.
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ihe research was conducted in one elementary school (Southwest Atlanta
l’lementary School) in Atlanta, Georgia. Administration of the research study protected
anonymity. Once surveys were completed, data entry was immediately conducted.
lindings
ilie findings [‘or each research questioned have been summarized in relation to the
specific variables. A summary of’ the findings follows.
Research Question / can be answered in the positive. There is a statistical
significant relationship between student achievement in mathematics and the principal’s
instructional leadership as perceived by teachers. ‘[‘his finding suggests that a
principals leadership style as perceived as being positive by teachers can yield higher
student achievement results. The research supports this finding; however, the research
also suggests that a principals leadership style is correlational relative to student
achievement. In a more recent study, Owings, Kaplan, and Nunnery (2005) conducted
a statewide study to “determine the relationship between principal quality as measured
by ratings on an ISLLC’ standards rubric and student achievement scores over time” (p.
102). Student achievement levels were higher in schools with principals with higher
ratings. The researchers concluded that principal quality was connected to student
achievement. They caution, though, that the relationship is correlational and not
causal” hut that “it is reasonable to believe that principals who practice and build skills
in leadership for teaching and learning can positively impact their schools’ learning and
student performance” (p. 115-116).
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I?es’earch Ones/ion 2 can be answered in the negative. There is not a statistical
relationship between student achievement in mathematics and a teacher’s certification
level. ‘this Finding suggests that a teacher’s certi licalion level does not have an impact on
student achievement in mathematics.
Research Ones/ion 3 can be answered in the negative. There is not a statistical
signi Jicant relationship between student achievement in mathematics and teacher content
knowledge. This finding suggests that teacher content knowledge, though very important
to leaching students mathematics, did not yield a significant impact on student
achievement.
Research Ones/ion -I can he answered in the negative. There is not a statistical
relationship between student achievement in mathematics and teacher expectations.
Research Question 5 can be answered in the positive. There is a statistical
significant relationship between student achievement in mathematics and gender—based
instruction. The data indicated that there was a significant difference between female
only classes and co-ed class. The female only classes had a higher student achievement
performance. The findings suggest that gender-based instruction does have an impact
on student achievement. This is probably because the strategy helps teachers to focus
attention on primary learning styles and differentiated instruction while delivering
gender—based instruction.
Implications: The study suggests that gender—based instruction can have a
positive effect on student achievement. Gender-based instruction helps the teacher to
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locus on gender primary learning styles, di fThrentiated instruction and higher student
expecta1ions thus, yielding higher student achievement.
Research Oiw,viiun 6 can be answered in the negative. There is not a statistical
significant relationship between student achievement in mathematics and teacher
demograph CS.
Research Ouesiion 7 can be answered in the negative. There is not a statistical
significant relationship between student achievement in mathematics and student
demographics.
Research Question S can be answered in (he positive. The most significant
variable contributing to and predicting student achievement in mathematics is the 2007
GCRCT test.
1’he analysis indicates that during pre—treatment phase of the study, there was no
significant diflrence in the CRCT math scores: however, there is a significant
difference in the gender-based classes in terms of the positive impact of math
achievement scores in 2008.
There is a significant difference in gender classes. The data indicate female
classes have a higher perception in terms of teacher expectations. student learning, and
instructional leadership and student achievement than either male or co-educational
classes. It appears that teacher educational level, class size and teacher experience has
little to no significant influence on student achievement on the 2008 (R(’l math
achievement test.
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Research Quesilon 9 can be answered in the positive. There is a significant
relationship between student learning and student achievement as perceived by teachers.
Research Quess’ion 10 can be answered in the negative. There is no significant
relationship between student achievement in mathematics and teacher methodology/
pedagogy.
Conclusions
Although gender-based instruction is a strategy or model used to differentiate
instruction, the study reveals that the strategy is correlational at best; meaning that
gender-based instruction is not a causal factor directly impacting higher student
achievement, it is rather a strategy that narrows teachers’ focus on learning styles,
differentiated instruction and higher expectations for students. Likewise, the study
indicates that gender-based instruction may increase a student’s perception and attitude
towards mathematics, thus yielding higher student achievement.
Recommendations
Recommendations are provided for classroom teachers, building administrators,
area superintendents, educational researchers. and state level policy makers as follows:
Recommendations are based on findings from the study.
Classroom Teachers
It is recommended that teachers consider gender-based instruction as a reform
strategy to increasing student achievement.
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I?iu/1m ii i/,nniLvlma/ors (Principulv)
It IS recommended that building level administrators (principals) build strong
relationships with ClaSsroom teachers in order to influence student achievement through
developing a school culture licused on learning and working to establish a collaborative
professional learning community
Executive Directors/Areci Superintendents
This study is useful to and for executive directors and area superintendents in
order lbr them to understand how to better support building level administrators in
increasing student achievement in their respective buildings. Nxecutive directors and/or
area superintendents need to understand that gender-based instruction is one of many
reform model strategies schools and districts around the country are utilizing in order to
yield higher student achievement. Increased understanding of gender—based instruction
will help executive directors and area superintendents to provide guidance and support to
building level administrators should gender-based instruction become a reform proposal
that the local school would like to investigate, implement and evaluate toward higher
student achievement.
Educaior Researchers
It is recommended that researchers interested in strategies that can positively
impact higher student achievement replicate this study in other schools with similar and
different demographics using this study as baseline. Further analysis over a longer period
of time will yield better understanding of the impact of gender-based instruction in
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mathematics as well as other content areas, grade levels and/or various di lThrent school
demographics.
PD//LI ii lu/WIN
Providing every child with a qual itv teacher must be a high priority For the slate
legislature. Since the state legislature sets the stales educational budget and creates
policies and regulations relative to state Funding, it is recommended that the legislature
increase slate funding in the areas oF increased proFessional development For teachers.
This study focused on the impact of gender—based instruction in mathematics.
Throughout this study. professional development was presented to teachers such as
diFFerentiated instruction, culturally responsive teaching, data analysis, primary gender
and learning styles. Professional development is paramount For teachers in order to help
students to reach higher academic standards set by both national and state standards.
Teacher professional development is the “Fuel” by which teachers stay abreast of the
latest research best practices necessary to reach each student thus enabling that student to
one day realize his/her full potential thus becoming a productive, contributing member of
the world.
Recommendations /br future Re earch
Replicate the study in other schools with similar and diFFerent demographics
2. Replicate the study over a longer period of time
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3. Replicate the study at schools where teachers have had little proFessional
developnicnt in gender learning styles. dilTrentiated instruction or culturally
responsive teaching
4. Replicate study in middle schools and high schools
APPFN DIX A
Southwest Atlanta Elementary School Student Data Form
Dear Teacher:
You are kindly asked to complete this questionnaire. The data will be used for a
dissertation at Clark Atlanta University. The purpose of this study is to determine if
gender—based instruction has an impact on math student achievement. Your answers will
he kept confidential. Please use student ID #s. Only use student name if the student
does not have an ID number. All student information is kept confidential.
Please do not write your name on this survey. Thank you for your time.
Student ID and/or Name: Last First
/ = Well below Expectations: 2 Below Expectations: 3 = Meets Expectations
4 = Above Expectations; 5 = Well Above Expectation
Rate this student to the extent that he/she is: 1 2 3 4 5
1. Able to utilize everyday experiences into
learning textbook knowledge
2. Able to remember and recall basic facts as
taught
3. Able to understand at simple level
4. Able to relate new concept to previous
concept taught
5. Able to relate concepts in one subject area
to other subject areas
6. Able to apply’ knowledge to new situations
7. Able to see cause-effect relationships
and/or how ideas and concepts are inter
related




Ratc this student to the extent that he/she is: 1 2 3 4 5
9. Able to select and judge whether one idea
is belier than ailot her
10. Able to accept responsibility (Able to
accept when wrong and do the right thing)
II . Able to cooperate and collaborate itli
others
* * * * *
A B C F
12. Current grade in class
13. CRCT Results in math: 2008 Math [)NM M Exc.
Score
0-799 800-849 850+
14. Student Gender M F
15. Student living with
16. Mother’s job Professional— Prof Skilled Unskilled Unempl
College Degreed, Ski I led I ahorer
Trade (electrician, fireman,
policeman), Unskilled Laborer-No
Trade (Fast food, employment)
Unemployment
17. Father’s job — Professional-College
Degreed. Skilled Laborer-Trade
(electrician, fireman, policenlall).
Unskilled Laborer-No Trade (Fast
food, employment) Unemployment
18. NumberolSiblings 1-2 3-4 5-6 7+
19. Student Job Aspiration Prof Skilled Unskilled Unempl
20. Student grade level 4 5
21. Teacher Gender M F
22. Years of Teacher Experience 0-3 4-7 8-11 12+
23. Teacher Certification Level T4 T5 1’6
24. School Code




You are kindly asked to complete this questionnaire. The data will be used For a study to
determine if gender—based instruction has an impact on student achievement. Your
participation is voluntary and your answers will he kept confidential.
Please do not write your name on this survey. Thank you for your time.
Teacher:
_________________
(Teacher has unique number code for anonymity)
strongly cIisagree 2 somewhat disagree: 3 = somewhat agree: 4 strongly agree
Teachei Expeclalions
Students can learn mathematics at high levels. 1 2 3 4
2. Students can learn mathematics despite SES 1 2 3 4
level.
3. Students can learn mathematics despite of 1 2 3 4
Parental Involvement.
4. Students can learn mathematics in spite of 1 2 3 4
gender differences.
5. Students can learn mathematics in spite of 2 3 4
discipline/behavior.
6. Students can learn mathematics despite primary 1 2 3 4
learning style.
7. Students can learn mathematics despite his/her 1 2 3 4
motivation.
8. Students can learn mathematics despite positive 1 2 3 4
peer relationships.







10. Students can learn mathematics recardless oF 1 2 3 4
how I plan my lessons.
Teacher ( onIenl Know/edçe/PreparaIion
11 . Mathematics content knowledge is important to 1 2 3 4
teaching students mathematics.
12. 1 am corn Ibriable teaching students
mathematics?
13. College Courses have prepared me to teach 1 2 3 4
mathematics
14. I know enow.zh content knowledge to teach 1 2 3 4
students mathematics
15. 1 have had enough course work in order to teach 1 2 3 4
students mathematics.
16. 1 help students make connections between 1 2 3 4
mathematics and real—I ife applications.
Teacher Pedagogy/Methodology
1 7. 1 use differentiated instructional practices to 1 2 3 4
help my students master iii athemat i cs.
18. 1 take into consideration my students’ learning 1 2 3 4
styles when I plan and implement my
mathematics lessons.
19. Objectives and guiding questions are always 1 2 3 4
communicated to my students before each
mathematics lesson.
20. I teach state standards to my students in math. 1 2 3 4
21. Technology is integrated into my math lessons. 1 2 3 4





23. 1 inodi fy my lessons to meet the needs ol all 1 2 3 4
students in mathematics.
24. Authentic assessments are used to assess 1 2 3 4
students and my instructional practices in
mathematics.
25. Mathematics achievement data is used to guide 1 2 3 4
my instruction.
26. I use high-order thinking skills to help my 1 2 3 4
students to achieve at higher levels in
mathematics.
27. I reference i-Toward Gardner’s Learning Styles 1 2 3 4
in my instructional practices?
28. 1 give my students a learning styles profile at 1 2 3 4
the beginning of the year.
Demographic Variables





3rd Grade 4th Grade 5111 Grade
30. How many years have you been teaching? (Check One)
0-1 years
______
2-3 years 4-6 years
__
7-10 years 11-1 5years__ 1 6+years
___
31. What is your educational level? (Check One)




32. What percentage oCyour students is on ftee or reduced lunch? (Check One)




51—60%: - 61 —70% - — — 71 —80%
______
80—1 00% —
33. What is your class size? (Check One)
10—15 students 15-20 students 20-1-students
34. What is your gender? (Cheek One)
Male_______ Female





Instructional Leadership (Principal) Questionnaire:
Dear Educator:
You al-c kindly asked to complete this questionnaire. The data will he used for a study to
determine if instructional leadership style has an impact on student achievement. Your
participation is voluntary and your answers will he kept confldential.
Please do not write your name on this survey. Thank you for your time.
= strongly disagree: 2 somewhat disagree: 3 = somewhat agree: 4 strongly agree
1. The principal has the instructional knowledge to support 1 2 3 4
all teachers to teach to high levels of mathematics
achievement
2. The principal understands the state’s QCC/Performance 1 2 3 4
Standards for mathematics Instruction
3. The Principal follows the school-aligned scope and 1 2 3 4
sequence when monitoring mathematics instruction.
4. The principal understands how to use student 1 2 3 4
achievement data to inform math instruction.
5. The principal plans rigorous and engaging professional 1 2 3 4
development for mathematics instructi on -
6. The principal is supportive to the needs of teachers. 1 2 3 4
7. Teachers need additional professional development in 1 2 3 4
order to effectively teach gender-based mathematics
classes.
8. Teachers are given the support they need from 1 2 3 4
administration in order to successfully teach math.
9. Teachers have the necessary materials, supplies and 1 2 3 4
manipulatives to teach mathematics.





11 . The prmcipal is given the necessary support from the 1 2 3 4
Fxccutive Director help teachers teach students to high
levels of mathematics.
1 2. ‘[he principal understands the stale’s QCC and 1 2 3 4
Perlhrmance Standards for mathematics.
13. The principal observes and monitors mathematics 1 2 3 4
instruction on a regular basis.
14. The principal provides iedhaek to teachers on efFective 1 2 3 4
instructional practices in mathematics
15. The principal analyzes mathematics achievement data to 1 2 3 4
inform his instructional leadership practices.
Demographic In/rinaiion
16. 1-low often does the principal monitor teacher instructional practices in
mathematics?
I -3days/week 4-Sdays/week
1 7. What is your educational level?:
Bachelor s Degree Master’s Degree
______Specialist
Degree Doctorate
18. Are you: Male
_____Female
19. What professional development has the principal provided to teachers of
mathematics?
differentiated instruction learning styles
data analysis gender—based instruction
other (please list)
Appendix ( (continued)
20. What types of’ professional development do teachers need to be elYective
mathematics teachers?
21 . I low many years have you been an educator’?









You are kindly asked to complete this questionnaire. The data will be used for a study to
determine if gender—based instruction has an impact on student achievement. Your
participation is voluntary and your answers will be kept confldential.
Please do not write your name on this survey. Thank you for your time.
Student ID#____________________ (teacher completes prior to administration)
I = sirongly disagree, 2 = someu’hai disagree: 3 = somewhat agree: 4 = s/rang/v agree
Likes/Dislikes A haiti School
1. 1 like school.
2. I believe school is very important to my future.
3. 1 like mathematics
4. 1 try hard in school
5. School is fun
i—jo ine ‘ark
6. Homework is important
7. My teacher gives homework assignments that will help
me to learn better.
8. I complete all homework assignments
9. I never complete homework assignments
10. My teacher is always available to help me with homework
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
I ‘ -,
I Z 3





11 . I like having math classes with boys and girls.
12. 1 like having gender (boys/girls) math classes.
7’eacher I.xper’lifioiis
13. 1 believe my math teacher cares about me.
14. My math teacher helps me when I don I understand
1 5. My math teacher tells me when I do good job
16. My math teacher always plans fun activities to help me
learn math.
1 7. My math teacher expects me to do my best
1 8. 1 believe my math teacher knows how to teach math
Si udc’nf A’foiivation/Discipline
19. 1 gel good grades in math
20. I believe learning math will help me to get a good job in
the future
21. My mother/father encourages me to do my best in math.
22. 1 go to tutoring for help in math.
23. 1 always get into trouble in school
24. I have many friends in school






I live with my:
_______
Grandmother
1 2 3 4
I 2 3 4
1 ‘• —,
I Z
1 2 3 4
1 2 3 4
1 —)
I £
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4
1 2 3 4






28. My mother: -
29. My Father:
30. I am:
31. 1 have been suspended from school: —
3 times more than 3 limes
32. I have been absent from school: -— Never







- 9 years old.




- 13 years old.
I time 2 times
1-3 days,
- - -
-— more than 10 days
Never
APPENDIX F
School I)emographic (Southwest Atlanta Elementary School Student Data Form) Student
Questionnaire lrequencv Tables
xl
Frequency Percent Valid Percent Cumulative Percent
Valid vel I below expectation 3 1.8 1.8 1.8
below expectatioll 26 15.8 I 5,8 17.6
meets expectation 89 530 53.9 71.5
above expectation 39 23.6 23.6 95.2
well above expectation 8 ‘1.8 4.8 100.0
Total 165 100.0 100.0
82
Frequency Percent Valid Percent Cumulative Percent
Valid well below expectation 2 1.2 1.2 1.2
below expectation 38 23.0 23.0 24.2
meets expectation 80 48.5 48.5 72.7
above expectation 36 21.8 21.8 94.5
well above expectation 9 5.5 5.5 100.0





I req ocnc Perceii Va lid Pereen (‘u mu tat ye Percent
Valid flell beloo expectation 2 1.2 1.2 1.2
below expectation 25 15.2 I 5.2 16.4
meets expectation 93 56.4 56.4 72.7
above expectation 34 20.6 20.6 93.3
well above expectat oil II 6.7 6.7 00.0
I otal 165 1(10.0 100.(t
S4
lrequencv Percent Valid Percent Cumulative Percent
Valid el I belo expectiit jolt 4 2.4 2.4 2.4
below expectatloll 37 22.4 22.6 25.0
meets expectation 82 49.7 SOt) 75.0
above expectation 32 19.4 19.5 94.5
well above expectation 9 5.5 5.5 100,0




lrequencv Percent Valid Percent Cumulative Percent
Valid well below expectation 4 2.4 2.4 2.4
below expectation 36 21 .8 22.1) 24.4
meets expectation 82 49.7 50,0 74.4
above expectation 34 20.6 20.7 95.1
well above expectation 8 4.8 4.9 10(1.0
Total 164 I (tO.0
Missing System I .6
‘I otat 165 , 100.0
90
Appendix I (continued)
I req uencv ‘ercen I V a i d I ‘ercen I (‘u iii u iti ye Percent
Valid ell belo expedition 4 2.1 2.4 2.4
helov expectit ion 37 22.4 22.0 25.0
meets expecti0on 75 45.5 45.7 70.7
above expectItiohl 40 24.2 24.1 95.1
vell above e\pectItion 8 4.8 1.9 100.0




Frequency Percent \‘alid Percent Cumulative Percent
Valid well below expectation 1 2.4 2.4 2.4
below expectation 35 21.2 21.2 23.6
meets expectation 88 53.3 53.3 77.0
above expectation 30 18.2 18.2 95.2
well above expectation 8 4.8 4.8 100.0
lotal 165 100.0 100.0
S8
Frequency Percent Valid Percent Cumulative Percent
Valid well below expectation 2 I .2 1.2 1.2
below expectation 36 21.8 22.0 23.2
meets expectation 81 49.1 49.4 72.6
above expectation 37 22.4 22 6 95.1
well above expectation 8 4.8 4.9 I Ot).tt
blat 64 99.4 100.0
Missing S\stem I 6
Total — 165 1(10.0
91
Appendix (continued)
lrequenc >ercent V il Id Percent (umu hit i ye Percent
\‘alid eII below expectation 2 1.2 1.2 1.2
below c.’cpcctalioii 35 21.2 21.2 22.4
illeets expectation 80 48.5 48.5 70.9
above expectation 39 23.6 23.6 94.5
well above expectation 9 5.5 5.5 100.0
Total 165 1001) 100.0
XII)
recjuencv Percent Va Id Percent Cumulative Percent
Valid well below expectation 5 3.0 3.0 3.0
below expectation 31 18.8 18.8 21.8
meets expectation 88 53.3 53.3 75.2
above expectation 30 18.2 18.2 93.3
well above expectation II 6.7 6.7 100.0
165 1(1(1.0 100.0
XII
Prequency l>ercent Valid Percent Cumulative Percent
Valid well below expectation 5 3.0 3.0 3.0
below expectation 21 12.7 12.7 15.8
meets expectation 95 57.6 57.6 733
above expectation 31 18.8 18.8 92:1
well above expectation 13 7.9 7.9 11)0.0
Total 165 100.0 100.0
APPLN[)IX F
‘I’eacher Questionnaire Frequency lables
Irequencv Percent Valid Percent Cuinu lative Percent
Valid somewhat agree 2 20.0 20.0 20.0
strongly agree 8 80.0 80.0 100.0
lotal ID 100.0 100.0
‘2
l’requencv Percent Valid Percent ( ‘umu lati ye Percent
Valid disagree I 10.0 10.0 10.0
somewhat agree 2 20.0 20.0 30.0
strongly agree 7 70.0 70.0 100.0
‘Total 10 100.0 100.0
l’3
Irequenev Percent Valid Percent Cumulative Percent
Valid disagree 3 30.0 30.0 30.0
strongly agree 7 70.0 70.0 100.0
‘Total 10 100.0 100.0
92
93
Appendix 1’ (conti imed)
‘14
‘req ii enev Percent V a 11(1 Percent C’ 11111111 at i ye Percent
Valid somewhat agree I 10.0 10.0 10.0
strongly agree 9 90.0 90.0 100.0
lotal 10 100.0 100.0
15
I rcq ue icy Percent V at d Percent C’ u miii at i ye Percent
Vat id strongly disagree I 10.0 10.0 10(1
disagree 3 30.0 30.0 40.0
somewhat agree 2 20.0 20.0 60.0
strongly agree 4 40.0 40.0 100.0
lotal 10 100.0 100.0
‘16
I ‘req iienc Percent Valid Percent C’om n at i ye Percent
Valid disagree 2 20.0 20.0 20.0
somewhat agree 4 40.0 40.0 60.0
strongly agree 4 40.0 40.0 100.0
Total 10 100.0 100.0
T7
I’requene’v Percent Vahd Percent (‘umulative Percent
Valid strongly disagree 3 30.0 30.0 30.0
disagree 2 20.0 20.0 50.0
strongly agree 5 50.0 50.)) 100.0
Total It) (10.)) 11(1.))
94A.ppeiidix I’ (continue(I)
‘I
Percent Valid Percent (‘iiiiiiilatjve Percent
Valid disagree I 0.0 0.0 10.0
somewhat agree 5 50.0 50.0 60.0
strongly agree 4 40.0 40.0 100.0
Total 0 100.0 100.0
19
1 req itency I ‘ercen I Va I d Percent (‘au a tall ye Percent
Valid strongly disagree i 0.0 0.0 10.0
disagree 2 20.0 20.0 30.0
soiflevluiit agree 2 20.0 20 0 50.0
strongly agree 5 50.0 50.0 100.0
total 10 00.0 100.0 —
TI 0
Frequency Percent Valid Percent Cumulatke Percent
Valid strongly disagree 4 40.0 40.0 40.0
disagree 2 20.0 20.0 60 0
somewhat agree 4 40.0 40 0 100.0
total 0 100.0 100.0
Ill
Frequcncs Percent Valid Percent
- (‘umulatise Percent
Valid strongly disagree I 1(1.0 lOo 1(1(1
strongly agree 9 90.0 90.0 100.0




lleqLIene Pei’ceni Valid Percent (‘umulative l’ereent
Valid Stfl)IlLtIV disaciec I 10.0 100 ID.))
soiiiewliiit neree I ((.0 10.0 20 0
strongly agree 8 80.)) 80.)) 100.0
otal I)) 100.0 100.0
‘113
lrequency Percent Valid Percent Cumulative Percent
Val id strongly disagree I I 0.0 10.0 10.0
somewhat agree 5 50.0 50.0 60.0
strongly agree 4 I0.0 4)1.0 00.0
lotal 10 00.0 100.0
TI 4
Vrequency Percent Valid Percent (.‘umulativc Percent
Valid soniewhat agree 2 20.0 20.0 20.0
strongly agree 8 80.0 80.0 100.0
‘I’oial 10 100.0 100.0
IS
I req uenc Percent Valid I ereciit (‘nii ul at i ye Percent
Valid somewhat agree 5 50.0 50.0 50 1)
strongly agree 5 50.0 5)).0 10)1.0




I ‘leg ii cues Percent V a I d Percent ( LI mu alive Percen
Valid sonicwhat agree 2 20.0 20.0 20.0
strongly agree 8 80.0 80.1) 00.0
lotal 0 00.0 100.0
II?
I ‘req ii en c I crcen I Valid Percent (‘nun I at ye Percent
Va I id somewhat agree 5 50.0 50.0 50.0
strongly agree 5 50.0 50.0 100.0
‘l’otal 10 100.0 100.0
‘118
l”requcncv Percent Valid Percent Cumulative Percent
Valid somewhat agree I 10.0 10.0 10.0
strongly agree 9 90.0 90.0 100.0
—
-. Total 1(1 100.0 100.0
—
19
Frequency Percent Valid Percent
- Cuniulative Percent
Valid somewhat agree I 10.0 10.0 10.0
strongly agree 9 90.0 90.0 100.0




I req ii enc Percent V a lid Percent (‘urn ii at I ye Percent
Valid somewhat aorce I 10.0 10.0 10.0
strongly agree 9 90.0 90.0 00.0
lotal 10 100.0 100.0
121
“req II encv I erccn t VaIl ci Percent Cu mcii at ye Percent
Val ci somewhat agree 2 20.0 20.0 20.0
strongly agree 8 80(1 80.0 100.0
Total 10 100.0 100.0
‘I’22
Frequency Percent Valid Percent Cumulative Percent
Val ci ci isiigree 1 10.0 10,0 10.0
somewhat agree I 10.0 10.0 20.0
strongly agree 8 80.0 80.0 100.0
lotal 10 I 00,1) 100.0
123
Frequency Percent Valid Percent (‘uinulative Percent
Valid somewhat agree 1 10.0 10.0 10.0
strongly agree 9 90,0 90.0 100.0
—




I req LI CR e I erce ii V a lid Percent ( LI Ill ul alive Percent
Valid SoI11CliiIl agree 3 30.0 30(1 30.0
strongly agree 7 7) .0 70.)) 100.0
lotal 0 100.0 100.0
125
I:requencv Percent Valid Percent Cumulative Percent
Valid somewhat agree I 10.0 10.0 10.0
strongly agree 9 90.0 90.0 100.0
l’olaI 1(1 100.0 100.0
I 26
l’requencv Percent Valid Percent Cumulative Percent
Valid somewhat agree 1 10.0 10.0 1(1.0
strongly agree 9 90.0 90.0 100.0
Total 10 100.0 100.0 —
127
Frequency Percent Valid Percent Cumulative Percent
Valid somewhat agree 2 20.0 20.0 20.0
strongly agree 8 80.0 80.() 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid strongly disagree 3 30.0 30.0 30.0
disagree I 10.0 10.0 40.0
somewhat agree I 10.0 10.0 50.0
strongly agree 5 50.0 50.0 100.0
Total 10 100.0 100.0
(iriL Taught
_____
Frequency Percent Valid Percent Cumulative Percent
Valid 3 4 40.0 40.0 40.0
4 3 30.0 30.0 70.0
5 3 30.0 30.0 100.0
Total 10 100.0 100.0
I. I*cp.
Frequency Percent Valid Percent Cumulative Percent
ValId 3 4 40.0 40.0 40.0
5 3 30.0 30.0 70.0
6 3 30.0 30.0 100.0
_____
Total 10 100.0 100.0
Ed Level
___
Frequency Percent Valid Percent Cumulative Percent
Valid I 2 20.0 20.0 20.0
2 5 50.0 50.0 70.0
3 3 30.0 30.0 100.0




l’requenc Perceni Va! id Percent (unin lative Percent
\Ialic.l 8 10 100.0 100.0 100.0
(‘lass Size
I req uen e ‘ercen I V a ii Percent (‘U mu mi ye Percent
Valid 2 7 70.0 70.0 70.0
3 3 30.0 30.0 100.0
Iota! 0 00.0 100.0
I’( ende r
Ireqtiency Percent Valid Percent Cumulative Percent
Valid I 3 30.0 30.0 30.0
2 7 70.0 70.0 100.0
Total 10 I00.() 100.0
(icn. (lass
Irccluencv Percent Valid Percent Culnulati\e Percent
Valid 1 4 40.0 40.0 10.0
2 3 30.0 30.0 70.0
3 3 30.0 30.0 100.0
I’otal 10 100.0 100.0
APPLNDIX G
Instructional Leadership (Principal) Questionnaire Frequency Tables
xl
I req uen c Percent Valid Percent Cu iii Li alive Perccn
Valid somewhat agree I 10.0 10.0 10.0
strongly agree 9 90.0 90.0 100.0
lolal 10 100.0 100.0
X2
I req uencv I e cclii V a Ii ci Percen C um n au ye Percent
Val cl strongly agree I)) 100.)) 100.0 100.0
X3
Ireciuenc Percent Valid Percent Cumulative Percent
Val Id somewhat agree I 10.0 10.0 10.0






— Erequencv Percent Valid Percent Cuinulativc Percent





req ii encv Percent V a id ercen I ( ii m ul alive Percent
Valid disagree i 0.0 10.0 10.0
somewhat agree I 0.0 10.0 20.0
strongly agree 8 80.)) 80.)) 100.0
mIni 10 100.0 100.0
X6
I req u en cv I ercen I Va lid Percent Cu mu I at ye Percent
Valid disagree I 10.0 10.0 10.0
somewhat agree I 10.0 10.0 20.0
strongly agree 8 80.0 80.0 100.0
Total 10 100.0 100.0
X7
Irequenc Percent Val ci Percent Cumulative Percent
Valid somewhat agree 2 20.0 20.0 20.0





Irequency Percent Valid Percent (‘urnulati’e Percent
Valid disagree I 10.0 10.0 10.0
somewhat agree 2 20(3 20 0 3)).))
strongl) agree 7 7)).0 70.)) 10)).))




Ireqnencv Percent Valid Percent Cumulative Percent
Va> d some hat agree 4 40.0 40.0 40.0
strongly agree 6 60.0 60.0 100.0
total 10 I (>0.0 100.0
Xl0
l1’equenc\ Per’cen( Valid Percent (uninla(ive Percent
Valid strongly agree 10 00,0 >00.0 I (>0.0
XII
I”requencv Percent \‘alid Percent Cumulative Percent
Vu> id somewhat agree 3 30.0 30.0 30.0
strongly agree 7 70.0 70.0 100.0
Total to ioo.o 100.0
X12
lrequencv Percent Valid Percent Cnniulative Percent
Valid strongly agree 10 100.0 100.0 100.0
X13
lrequencv Percent Valid Percent Cumulative Percent
Valid disagree I 10.0 10.0 10,0
somewhat agree I 10.0 10.0 2(1.0
strongly agree 8 80,0 80.0 100.0
Total ,




req iene\ I ‘ercen I Vu lid I ‘ereen C iiii ul alive Pereen I
Valid disagree 10.0 10.0 10.0
somewhat agree 10.0 10.0 20.0
strongly agree 8 80(1 80.0 100.0
‘lotal 10 100.0 100.0
X15
l’reqtienev Percent Valid Percent Cumulative Percent
Valid somewhat agree 2 20.0 20.0 20.0
strongly agree 8 80.0 80.0 100.0
‘lotal 1(1 100.0 100.0
Monitor
Irequency Percent Valid Percent Cumulative Percent
Valid 1 6 60.0 60.0 60.0
2 4 40.0 40.0 100.0
Total 10 100.0 100.0
- Cert. I,evel
Prequene Percent Valid Percent Cumulative Percent
Valid I 2 20.0 20.0 20.0
2 4 40.0 40.0 60.0
3 4 40.0 40.0 100.0




Ireqiieiicv Percent Valid Percent (‘umulative Percent
Valid I 3 30.0 30.0 30.0
2 7 70.0 70.0 100.0
Total 10 100.0 100.0
P1) 11)1
I reij n en cv I ‘crccn I V a I ii Pc cciii Un m ul alive Percent
Valid I 10 100(1 100.0 100.0
PD2I,S
Irequcncv Percent Valid Percent Cumulative Percent
Valid 1 10 100.0 100.0 100.0
Pl)3DA
l”requencv Percent Valid Percent (umulative Percent
Valid I (I 100.0 100.0 100.0
PT)4( iR
Frequency - Percent Valid Percent Curnulatic Percent
Valid 10 100.0 100.0 100.0
PD5( )l3 I A
lrequcncy Percent Valid Percent Cumulative Percent
Valid 1 6 60.0 100.0 100.0




Irequency Percent Valid Percent CLimLilat ive Percent
I 1 tOo 10.0 10.0
2 3 30.0 30.0 40.0
3 3 30.0 30.0 70.0
4 2 20.0 20.0 90.0
5 I 10.0 10.0 100.0
IOtLI 10 100.0 100.0
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APPJNDIX 11
Student Questionnaire Frequency Tables
xl
Cumulative
Irequelley Percent Valid Percent Percent
Valid strongly disagree II 5.8 5.8 5.8
disagree 4 2.1 2.1 7.9
somewhat agree 45 23.7 23.7 31.6
sl’ohlgIv agree 130 68.4 68.4 100.0
Iota! 90 I 00.0 100.0
X2
Cumulative
Frequency Percent Valid Percent -
- Percent -
-
Valid strongly disagree 2 1.1 1.1 I.
disagree 5 2.6 2.6 3.7
somewhat agree 14 7.4 .4 11.1
strongI’ agree 169 88.9 88.9 100 0
Fotal






liequenc Percent Valid Percent Percent
Valid strongly disagree 17 8.9 9.0 9.0
disagree 9 4.7 4 $ 13.8
soiiiewhat agree 50 26.3 26.6 40.4
slmnglv agree 12 58.9 59.6 100.0
lotal I $8 983) 100.0




lrequency Percent Valid Percent Percent
Valid strongly disagree 4 2. I 2.1 2. I
disagree 5 2.6 2.6 4.8
somewhat agree 23 12.1 12.2 16.9
strongly agree 57 82.6 83.1 100.0
Total 189 99.5 100.0




lrequenev Percent Valid Percent Percent
Valid strongly disagree 20 1(1.5 10.6 I 0.6
disagree iS 7.9 7.9 185
somevhat agree 58 .10.5 30.7 49.2
strongly agree 96 50.5 50.8 100.0
lotal 189 99.5 1(10.0




Irequencv Percent Valid Percent (uniulative Percent
Valid strongly disagree 4 2. I 2. I 2. I
disagree 4 2.1 2.1 4.2
somewhat agree 20 10.5 10 5 14.7
strongly agree 62 85.3 85.3 100.0
l’otal 90 I 00,0 I (>0,1)
X7
Cumulative
Irequency Percent Valid Percent Percent
Valid strongly disagree 5 2.6 2.6 2.6
disagree 3 1.6 1.6 4.2
somewhat agree 19 10.0 10.0 14.2
strongly agree 163 85.8 85.8 100.0
‘I 000 19(1 100.0 100.0
X8
Cumulative
I’requency Percent Valid Percent Percent
Valid strongly disagree 24 l2.6 12 7 12.7
disagree 9 4.7 4.8 175
somewhat agree 45 23.7 23.8 41.3
strongly agree III 58.4 58.7 100.0
Total 189 99.5 100,0






l’requencv Percent Valid Percent Percent
Vahd strongly disarce 40 73.7 74 5 74.5
disagree 2 6.3 6.4 80.9
somewhat agree l3 6.8 6.9 87.8
strongly agree 23 12.1 12.2 100.0





Irequenc Percent Valid Percent Percent
Valid strongly disagree 47 24.7 25.! 25.!
disagree 15 7.9 8.0 33.2
somewhat agree 28 14.7 15.0 48.!
strongly agree 97 51.1 51.9 100.0
Total 187 98.4 100.0




Irequencv Percent Valid Percent (uniulative Percent
Valid strongly disagree 58 30,5 305 30.5
disagree 32 16.8 16.8 47.4
somewhat agree 28 14.7 14 7 62.!
strongly agree 72 37.9 37.9 100.0





I re tie n e eree nt Valid I e ccii Percent
Valid strongR disagree 32 6.8 16 9 16.9
disagree 18 9.5 9.5 26.5
somewhat agree 34 I 7.9 I 8.0 44.4
strongly agree 105 55.3 55.6 100.0
lotal 189 99.5 00.0
Missing System I .5
‘total 190 00.0
Xl3
l”requency Percent Val ci Percent Cumulative Percent
Valid strongly disagree 19 10.0 10.0 10.0
disagree 4 2.1 2.1 12.1
somewhat agree 20 1(1.5 10.5 22.6
strongly agree 147 77.4 77.4 100.0




Prequency Percent Valid Percent Percent
Valid strongly disagree 7 3.7 3.7 3.7
disagree 3 1.6 1.6 5.3
somewhat agree 24 12.6 12.8 18.1
strongly agree 154 81.1 81.9 I 00(1
Total 188 98.9 100.0





I:reciueney Percent Valid Percent Percent
Valid stmnglv disagree 2 6.3 6.5 6.5
disagree 7 3.7 3.8 10.2
somewhat agree 20 10.5 10.8 21 .0
strongly agree I ‘17 77.4 79.0 100.0
lolal 86 97.o 100.0




Irequeney Percent Valid Percent Percent
Valid strongly disagree 12 6 3 6.3 6.3
disagree 7 37 3.7 10.1
somewhat agree 55 28.9 29.1 39.2
strongly agree 115 60.5 60.8 100.0







Frequency Percent Valid Percent Percent
Valid strongly disagree 2 1.1 1.1 1.1
somewhat agree 9 4.7 4.8 5 8
strongly agree 178 93.7 94.2 100.0
Total 189 99.5 100.0







I reqticne Percent Valid l’ereent ( iinii at ive Percent
Valid stmngl disagree II) 5.3 5.3 5.3
disagree 2 I. I I I 6.3
somewhat agree 19 I 0.0 10.0 16.3
strongly agree 159 83.7 83.7 100.0
lotal 190 100.0 100.0
X19
Cunitilative
‘requenev Percent Valid Percent Percent
Valid strongly disagree 9 4.7 4.7 4.7
disagree 14 7.4 7.4 12.1
somewhat agree 60 31 .6 3 I .6 43.7
strongly agree 1(17 56.3 56.3 100.0
lotal I 9() 100.0 100.0
X20
Cumulative
Frequency Percent Valid Percent Percent
Valid strongly disagree 5 2.6 2.6 2.6
disagree I .5 .5 3.2
somewhat agree 13 6.8 6.9 1(1.1
strongly agree 170 89.5 89.9 100.0
Total 189 99.5 bOo
Missing System I .5





lreqiieiicv l’ereent Valid Percent Percent
Valid stnuiglv disagree 5 2.6 2.6 2.6
disagree I .5 .5 3.2
somewhat agree 19 10.0 10.0 13.2





Prequency Percent Valid Percent Percent
Valid strongly disagree 67 35.3 35.4 35.4
disagree 8 4.2 4.2 39.7
somewhat agree 39 20.5 20.6 60.3
strongly agree 75 39.5 39.7 100.0




Frequency Percent Valid Percent Cumulative Percent
Valid strongly disagree 100 52.6 52.6 52.6
disagree 26 13.7 13.7 66.3
somewhat agree 40 21.1 21.1 87.4
strongly agree 24 12.6 12,6 100.0




ni ul at ye
Irequencv Percent Valid Percent Percent
Valid strongly disagree 15 7.9 7.9 7.9
(lisagree 14 7.4 7.4 15.3
somewhat agree 3 I 16.3 16.3 31.6
strongR agree 130 68.1 68.4 100.0
lolal I )0 I 00(1 100.0
X 25
Cumulative
lrequenev Percent Valid Percent Percent
Valid strongly disagree 107 56.3 56.3 56.3
disagree 24 12.6 12.6 68.9
somewhat agree 26 13.7 13.7 82.6
strongly agree 33 17.4 17.4 100.0
lotal 190 100.0 100.0 —
- (lender
I’rcquencv Percent Valid Percent Cumulative Percent
Valid I 94 49.5 49.7 49.7
2 95 50.0 50.3 00.0






l’nquen Percent Valid l’crcent Cumulative Percent
Valid I 97 51.1 51.1 51.1
2 5 2.6 2.6 53.7
3 58 303 30.5 84.2
4 21 11.1 II.! 95.3
5 9 4.7 4.7 100.0
li,tal 190 100.0 100.0
Momiab
I’ruent Percent Valid Percent Cumulative Percent
Valid I 135 71.1 71.4 71.4
2 54 28.4 28.6 100.0
Total 189 99.5 100.0
Missing System I .5
rotal 190 100.0
Dadiob
Frequency Percent Valid Percent Cumulative Percent
Valid I 144 75.8 78.7 78.7
2 39 203 21.3 100.0
rotal 183 96.3 100.0




Percent Valid Percent Cumulative Percent
Valid I 13 6.8 6.8 6.8
2 57 30.0 30.0 36.8
3 51 263 26.8 63.7
4 56 29.5 29.5 93.2
5 13 6.8 6.8 100.0
Total 190 I00.() 100.0
Suspensions
Frequency Percent Valid Percent Cumulative Percent
Valid 0 137 72.! 72.1 72.!
I 22 11.6 11.6 83.7
2 15 7.9 7.9 91.6
3 7 3.7 3.7 95.3
4 9 4.7 4.7 100.0
Total 190 100.0 100.0
Absentees
Frequency Percent Valid Percent Cumulative Percent
Valid 0 41 21.6 21.6 21.6
I 91 47.9 47.9 69.5
2 30 15.8 15.8 853
3 10 5.3 53 90.5
4 18 9.5 9.5 100.0
Total 190 100.0 100.0
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